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The study attempted to integrate the cognitive theory of 
depression and the attributional theory of motivation using 
an actual examination as the achievement event. The sub-
jects were 351 Form five secondary students in Hong Kong. 
They were asked to rate the importance of thirteen specific 
causes and three causal dimensions (along locus, stability, 
and controllability) with respect to their performance in 
the mathematics final examination. The intensity of their 
feelings, their expectancy on the coming public examination 
performance and their positive desire to approach mathemat-
ics were investigated. The results revealed that high 
achievers attributed their success more to effort, ability, 
intelligence, and stable causes, while low achievers at-
tributed their failure more to ability and the difficulty of 
the examination. In addition, it was found that attribu-
tions were also related to certain affective reactions such 
as competence, pride, guilt, and shame. Gender differences 
on attributions were also examined. Path-analysis showed 
that expectancies and achievement related emotions mediated 
between causal attributions and subsequent behavior for high 
achievers only. The findings were discussed in terms of the 
socio-cultural values in the Chinese culture. 
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I• Background of the Study 
Over the past two decades, researchers have systeinical-
ly examined taxonomies, antecedents, and consequences of 
individuals1 attributions for their achievement outcomes. 
With this accumulation of data, Weiner (1974, 1979, 1986a) 
proposed an attributional model of achievement motivation. 
In his cognitive approach to motivation, he posited that 
attributional cognitions intervened between primary causal 
input and behavior outputs. Underlying this attributional 
research was the assumption that consideration of attribu-
tions enhanced the prediction of achievement-related behav-
iors . 
Researchers (e.g. , Weiner, Russell, & Lerinan 1978, 
1979) had also attempted to find the relations between 
causal attributions and emotions. In their researches, two 
kinds of emotional reactions had been identified. The first 
kind, called outcome-dependent affects, included happiness, 
sadness, upset, frustration, gladness, and disappointment. 
Emotional reactions of this kind were linked to the outcome 
(success or failure) and were independent of the causal 
attributions made. The second kind of emotional inference 
entailed attribution-dependent affects such as pride, guilt, 
surprise, anger, and gratitude. Inferring emotional reac-
tions of this category required consideration not only of 
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the outcome (success or failure) but also of the causes as 
perceived by the subjects. 
However, the conceptual foundation that had emerged 
from attribution theory, particularly as related to achieve-
ment striving, was based primarily on investigations using 
American subjects. Hence, the validity of the principles 
derived from the theory and these investigations might rest, 
to some extent, on beliefs that were culturally bound. Yet 
the definition and value of achievement (Maehr, 1974； Maehr 
& Nicholls, 1980) and the meaning and experience of emotions 
(Briggs, 1970; Sommers, 1984) had been shown to vary cross-
culturally. It might therefore be contended that relations 
between attributions and emotions that had been derived from 
research in achievement-related contexts in the United 
States might not be generalized beyond belief systems rooted 
in Western thoughts. In the present study, this cultural 
specificity argument on the relation between attribution and 
emotion was examined with Chinese students in Hong Kong. 
American students are known to put equal emphasis on 
ability and effort as the two major causes of success and 
failure, while Chinese students have traditionally stressed 
hard work as the key to accomplishment. Chinese mothers and 
children were much more likely to attribute children 1s 
mathematics failure in school to low effort and were less 
likely to attribute mathematics failure to lack of ability 
than their American counterparts (Hess, Chang, & McDevitt, 
1987). 
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Given this emphasis on effort as the primary cause of 
success and failure in the Chinese culture, emotional reac-
tions to achievement outcomes should be based on perceived 
effort expenditure rather than the belief that ability was a 
cause. This pattern, if verified, would contrast with 
findings in the United States, where it was well established 
that perceptions of ability as the cause of achievement 
outcomes influenced interpersonal evaluations and emotional 
responses as much as, if not more than, perceptions of 
effort. 
Hence, Chinese students were expected to attribute 
success more often to effort than ability and failure more 
often to lack of effort. As guilt was associated with lack 
of effort (Covington & Omelich, 1979b), Chinese students 
were expected to experience stronger guilt when they failed. 
However, Chinese students were expected to experience 
stronger relief and contentment instead of stronger pride 
when they succeeded because of their humility. 
In addition, discrepancies between male and female 
students1 mathematical achievement have long been a source 
of concern. Theorists had proposed that gender differences 
in mathematical performance was due in part to gender dif-
ferences in achievement-related beliefs (Eccles, 1983, 1985； 
Hanna & Sonnenschein, 19 8 5; Mura, Kimball, & Cloutier, 
1987). As compared with boys, girls often rated their 
ability lower, expected to do less well, attributed success 
less to high ability and failure less to luck, and attribut-
ed failure more often to low ability. Girls also reported 
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less pride in their success and stronger shame in their 
failure. 
II• Purpose of the Study 
The major purpose of this study was to explore the 
relationship between attributions and affective reactions 
under an actual academic examination. The mediating role of 
attributional style would also be examined. 
In addition, the present study explored the relative 
strength of specific causes (ability, effort, task difficul-
ty, and luck), and causal dimensions (locus of causality, 
stability, and controllability), in relation to affective 
responses. Moreover, the joint effects of actual perform-
ance and depressive style to future expectancies, approach 
towards mathematics, and affective reactions on academic 
achievement in the Chinese culture were examined. 
The study would also assess the gender differences in 
attribution-dependent emotional affects. That is, sex dif-
ferences in the following associations were examined: pride 
in success due to effort or ability, gratitude in success 
due to others1 help, guilt in failure due to lack of effort, 
shame in failure due to lack of ability, anger in failure 
due to others * fault, and surprise in either success or 
failure outcomes due to luck. The possible differences in 
the attribution-affect relations between the Western and the 
Chinese cultures would also be discussed. 
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III. Significance of the Study 
There was a growing interest in the relationship be-
tween attribution and emotion. Weiner (1990) suggested: 
The central cognitions of causal ascriptions and help-
lessness perceptions are linked with emotional reac-
tions . In a Similar manner, focus on the self has 
promoted interest in self-directed emotions including 
pride, shame, and guilt. I feel quite certain that 
emotions will be examined at great length in the Ency-
clopedia of Educational Research motivation article 
written for the year 2000. At that time, there will be 
some mapping between the structure of thought, discrete 
emotional experiences, and the motivational message of 
these experiences, (p. 621) 
This study, in line with the interest of educational 
psychologists in achievement emotion, integrated the factors 
of depression in assessing the generality of attributional 
principles and attribution-emotion linkages in the Chinese 
society. 
Although the studies by Weiner, Graham, Stern, and 
Lawson (1982) and Weiner et al. (1978, 1979) documented that 
affects such as shame, guilt, pity, anger, and pride could 
function as attributional cues, the role-playing methodology 
used by these researchers only indicated inferences about 
attributions of hypothetical self and others. In the 
present study, these linkages were examined in a real (as 
opposed to simulated) context in which students actually 
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experienced success or failure in a mathematics examination 
and the stated emotions were indeed genuine. 
Cultural differences in beliefs related to specific 
emotions also had implications for the generalizability of 
attributional principles. Some evidence suggested that 
pride was viewed more negatively by the Chinese than by the 
Americans. This was supported by Sommers1 (1984) finding 
that Chinese respondents were less likely to rate pride as 
an emotion they would like to experience than were Ameri-
cans . Hess et al. (1987) reported that Chinese mothers 
indicated that they would set higher standards in response 
to their children1s good performance in mathematics, whereas 
American mothers were more likely to state that they would 
provide rewards without raising the standards. In an exper-
imental study (Bond, Leung, & Wan, 1982) , it was found that 
students in Hong Kong who made self-effacing attributions 
following success on a task (i.e., who responded with humil-
ity) were better liked than students who made self-enhancing 
(i.e., pride-related) attributions. 
These cultural differences in the value of pride had 
implications for attribution-emotion linkages in the Chinese 
society. Unlike the Americans, for whom pride was a proitii^  
nent emotion that was linked with high ability ascriptions 
in achievement contexts (Weiner, 1986a)• the Chinese might 
tend to deny experiencing pride and might only report expe-
riencing pride for achievement that benefit others (Baker, 
1979; Chang, 1985; Wu, 1976). 
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The emotional consequences of attributions had impor-
tant practical implications. Positive emotions were be-
lieved to be important motivators of constructive achieve-
ment behaviors, and negative emotions were believed to 
inhibit them (Atkinson, 1964; Weiner, 1980c, 1985, 1986a). 
The anticipation of feeling proud could sustain a student1s 
effort on a difficult task, just as the anticipation of 
feeling ashamed could inhibit a student from approaching an 
achievement task. Students1 perceptions of the cause of 
their achievement outcomes had important implications for 
their emotional experiences and, consequently, for their 
behavior in achievement settings. Therefore, the present 
research was a meaningful one because it delineated the 




REVIEW OF THE LITERATURE 
I• Attributional Theory 
A. Weiner's Model 
Cognitive theory of achievement motivation assumed that 
behavior was determined by an individual1s beliefs. The 
theory emphasized individuals' interpretation of events, but 
not the events themselves, and internal processes like 
thoughts, values, and feelings. 
The attributional model, a cognitive approach, to 
achievement motivation and performance was based on the 
premise that the perceived causes of an examination outcome 
largely determined st：lIden•ts, reactions, such as expectations 
of future success, emotional well-being and subsequent task 
performance. The most elaborated model to date which de-
scribed motivation in an achievemerrt context was proposed by 
Weiner (1985, 1986a). Dozens of studies had tested Weiner1s 
model and had generally confirmed the importance of per-
ceived causality in generating expectancies for subsequent 
attainments and achievement-related emotions such as shame, 
guilt, pride, surprise and so forth (Russell & McAuley, 
1986; Weiner, 1986a; Weiner et al., 1978). 
Perceptions of the cause of achievement outcomes were 
referred to as causal attributions. The most common attri-
butions made in achievement situations were ability, effort, 
task difficulty and luck. 
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A simplified version of Weiner1s attribution model as 
used in an academic setting was shown in Figure 1. Inspec-
tion showed that causal attributions determined expectancy 
and affect. Specifically, the stability dimension was 
assumed to influence expectancies and internality (and 
controllability) determined affective reactions. 
In addition, students might respond with optimism and 
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Figure 1. Schematic Representation of Weiner's Model of Achievement-Related 
Behavior in Academic Setting. 
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B. Specific Causal Ascriptions and Causal Dimensions 
The most basic assumption of the attributional model of 
achievement motivation formulated by Weiner (1979, 1985), 
which was derived in part from the earlier work of Heider 
(1958), was that individuals consistently seek to identify 
the causes of their successes and failures on achievement-
related tasks. The resulting causal attributions could be 
described as varying along certain important bipolar dimen-
sions, the most widely studied of which were locus of caus-
ality (internal/external) and stability (stable/unstable)• 
Of the four specific causal ascriptions that had been most 
often reported, ability and effort were internal (i.e. 
perceived as aspects of the person rather than of the situa-
tion) ,whereas task difficulty and luck were external. On 
the stability dimension, ability and task difficulty were 
stable (i.e. viewed as unchanging over repetitions of the 
same task), whereas effort and luck were unstable. 
In addition to locus and stability, other attributional 
dimensions had also been identified, including one that was 
originally labeled as intentionality by Heider (1958) but 
had been referred by Weiner (1979) as controllability. This 
third dimension was particularly important because it dis-
tinguished the very different specific causes, such as 
effort (controllable) and mood (uncontrollable), that fell 
within the same internal/unstable cell of the two-dimension 
model. Other attributional theorists (Abramson, Seligman, & 
Teasdale, 1978) had suggested yet another causal category, 
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called globality, which distinguished global causes that 
operate in several outcomes from situation-specific causes 
that applied only in one or a few tasks. The dimensionality 
of some common specific causes was shown in Table 1. 
Table 1 
Dimensional Placement of the Causal Attribution Conditions 
Stable Unstable 
Internal attributions 
Controllable Stable effort Unstable effort 
Uncontrollable Ability Mood 
External attributions 
Controllable Others' stable Others' unstable 
effort effort 
Uncontrollable Task difficulty Luck 
Note. From "A theory of motivation for some classroom experiences* 
by B. Weiner, 1979, Jourfial of Educational Psychology, p. 7. 
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C. An Attributional Approach to Expectancy Chancre 
The attributional position was that the stability of a 
cause, rather than its locus, determined expectancy shifts 
(McManhan, 1973； Weiner, Nierenberg & Goldstein, 1976). If 
conditions were expected to remain the same, the outcomes 
experienced on past occasions would be expected to occur. A 
success under these circumstances would produce relatively 
large increments in the anticipation of future success, and 
a failure would strengthen the belief that there would be 
subsequent failures. On the other hand, if the causal 
conditions were perceived as likely to change, the present 
outcome might not be expected to repeat itself in the fu-
ture, or there might be uncertainty about subsequent out-
comes . A success would therefore yield relatively small 
increments, if any, and perhaps decrements in the expectancy 
of subsequent success, whereas a failure needed not neces-
sarily intensify the belief that there would be future 
failures. 
Success and failure at ski 11 tasks were usually 
ascribed to ability and effort. Ability was thought to be a 
fixed property and the belief that success was caused by 
hard work usually results in the intent to work hard again 
in the future. Inasmuch as the causes of a prior success 
were perceived as relatively stable given skill-related 
tasks, future success should be anticipated with greater 
certainty, and there would be increments in aspiration level 
and expectancy judgments. Occasionally, however, outcomes 
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at skill tasks were ascribed to unstable factors. In addi-
tion, if failure was attributed to low effort, then the 
student who failed might plan to work harder in the future. 
In these situations, there would be atypical shifts (the 
future was perceived as having a reasonable likelihood of 
differing from the past) in expectancy following the out-
come . 
On the other hand, success or failure at a chance task 
tended to be ascribed to an unstable factor. The student 
was likely to reason that he had good (or bad) luck last 
time, but that might not happen again. Expectancy or level 
of aspiration therefore would not rise and indeed could drop 
following a positive outcome or rise after a negative 
outcome. On some occasions, however, given a chance task, 
one might conclude that one was a lucky or unlucky person (a 
trait). In these instances, the cause of the outcome was 
perceived as stable, so that typical shifts (expectancies 
tend to increase after success and to decrease after fail-
ure) in expectancy would be displayed. 
D. Attributions and Academic Behavior 
Attributional approaches to achievement motivation and 
performance were based on the premise that the perceived 
causes of an outcome largely determined individuals1 reac-
tions, such as expectations of future success, emotional 
well-being and subsequent academic performance. 
The attribution literature provided some evidence in 
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support of the assumption that causal cognitions determined 
performance. In an early investigation by Weiner and Sierad 
(1975), for example, it was shown that performance on a 
digit-symbol substitution task was dependent on the cause 
given for prior failure. More compelling evidence for the 
influence of attributions on behavior came from motivation 
intervention programs based on attributional principles. 
Over ten studies had documented that such attributional 
treatments increased academic performance by the partici-
pants (Forsterling, 1985) . These positive effects were 
brought about by replacing maladaptive attributions for 
failure such as low ability, with more adaptive ascriptions 
such as low effort. 
Although these studies indicated that causal attribu-
tions indeed exerted a substantial impact on behavior, they 
left open a number of unresolved questions. Most important 
of all, the findings did not discriminate between the direct 
effects of causal attributions, and the indirect effects 
mediated by emotions and expectancies elicited by the chosen 
cause. Hence, several possible theoretical models could be 
advanced as plausible explanations for the impact of causal 
attributions on behavior. 
According to the first model, attributions assumed a 
central and unique role in determining behavior (attribu-
tions-only model). This model implied that expectancies and 
affect did not contribute to performance and were just a by-
product of causal thinking. This theoretical explanation 
received some support in a recent study by Covington, Ome-
14 
lich, and Schwarzer (1986), which found that students1 self-
concept of ability, but not their anxiety, determined aca-
demic performance. They stood in sharp contrast to the 
widely accepted expectancy-value model of achievement moti-
vation as proposed by Atkinson (1957, 19 64), in which 
achievement behavior was assumed to be a function of inter-
vening variables such as expectations and values of success. 
According to the second enlarged model, which was more 
in line with the current theoretical conceptions, there were 
multiple determinants of human behavior (full determined 
model)• The model started from the hypothesis that causal 
attributions, expectations and emotions determined behavior 
jointly. If this position was essentially correct, the only 
question that remained to be solved was the relative contri-
bution of causal ascriptions on performance, as compared to 
the other determinants. 
The third approach, suggested by Weiner (1986a), was 
that causal attributions had no direct effect on achievement 
behavior, but were rather subject to an indirect influence 
via expectancies and emotions which served as mediators 
(mediating model). This process was more restricted than 
the full determined model mentioned above. It assumed that 
human action was mainly driven by expectancies and emotions 
and predicted that the independent impact of perceived 
causality was negligible. 
Recent research on the attributional determinants of 
achievement behavior had generally provided evidence in 
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favor of the last one, that is, the mediating model. By 
means of path-analysis, it was shown that expectancies and 
achievement emotions following an examination outcome medi-
ated between causal attributions and subsequent performance 
(Bernstein, Stephen, & Davis, 19 7 9; Covington & Omelich, 
1979a, 1984a). The findings indicated distinct causal paths 
going from low effort and low ability ascriptions to expec-
tations / and feelings of guilt and humiliation. However, 
they revealed no direct path between attributions and per-
formance. Coinciding with the mediating model, only expect-
ancy and affective responses were found to be directly 
related to academic attainment, whereas causal attributions 
only exerted an indirect influence on achievement via the 
emotions and expectancies (Covington et al., 1984a). 
A similar mediating process had been observed in a 
research on help-giving. It had been reported that emotion-
al reactions such as anger and pity, rather than causal 
cognitions, instigated people to help others in need of aid 
(Reisenzein, 19 8 6; Weiner, 1980a, 1980b). Nevertheless, 
some findings (Meyer & Mulherin, 198 0) suggested that at 
least some part of helping behavior was caused by attribu-
tion cognition. It thus remained uncertain whether the 
direct, attribution-performance linkage was at best only 
weakly related to behavior, or totally superfluous. 
More recent studies had also found that causal attribu-
tions influenced affective reactions to achievement out-
comes . The research conducted by McMillan and his col-
leagues (McMillan & Forsyth, 198 3; McMillan & Spratt, 1983) 
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reported a partial support for Weiner et al1 s findings7 
although their results generally indicated that the achieve-
ment outcome was the most important determinant of affective 
reactions. McFarland and Ross (1982) examined affective 
reactions to performance on a fictitious social sensitivity 
test, manipulating subjects1 performances and causal attri-
butions (i.e., ability vs. task difficulty). Coinciding 
with the findings reported by Weiner et al. (1978), ability 
attributions were found to be related to the experience of 
esteem-related affects (e.g., pride, confidence, and compe-
tence) . 
II• Causal Attributions and Affective Reactions 
A. The Cocfnition-Emotion Process 
The cognitive-emotion theory assumed that emotions were 
guided by the construal or appraisal of a situation (Arnold, 
1960; Ellis, 1975; Lazarus, 1966). Cognitions were believed 
to give rise to qualitatively distinctive feelings and were 
therefore responsible for the richness and diversity of 
emotional life. It was postulated by Weiner (1986a) that 
cognition quite typically preceded and determined affective 
reactions. This meant that perceptions of what caused a 
positive or a negative outcome in part determined the affec-
tive reactions to that outcome. 
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Emotions described by Weiner was a complex syndrome or 
composite of many interacting factors. Emotions were pre-
sumed to have (a) positive or negative qualities of (b) a 
certain intensity that (c) were frequently preceded by an 
appraisal of a situation and (d) gave rise to a variety of 
actions. Affects therefore came at a juncture between 
behavioral events, summarizing reactions to the past and 
instigating future actions. 
Research by Weiner and his colleagues (Weiner et al., 
1978, 1979) had examined the relation between causal attri-
butions for success and failure outcomes and affective 
reactions, identifying two different types of achievement-
related affects. One type of affective reaction was labeled 
as outcome dependent. These affects were very general or 
negative reactions that were experienced intensely following 
success and failure outcomes, irrespective of the causal 
attribution made for the outcome. That is, people felt good 
when they succeeded and bad when they failed, regardless of 
the perceived cause of success or failure. Another set of 
affects, termed attribution dependent, was influenced by the 
specific causal attribution made by the individual for the 
outcome. 
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General positive or 
Negative Emotion 
Outcome ^ 
Outcome mmmmi^ v 
Evaluation 
Causal attribution m m m m ^ Distinct 
and dimensions Emotions 
Figure 2. The Cognition-Emotion Process 
Note. From An attributional theory of motivation and emotion (p. 122) 
by B. Weiner, 1986, New York: Springer-Verlag. 
B. Specific Causes and Affective Reactions 
Weiner and his colleagues identified a simple taxonomy 
of attribution-dependent emotional inferences based on the 
various causes to which a situational outcome could be 
attributed (Weiner, 19 8 5; Weiner & Graham, 1984) . When 
success could be attributed to ability, it brought about 
feelings of confidence or competence; to long-term effort, 
relaxation ensued; and to the intervention of the others, 
gratitude was expected. Both ability and effort, as inter-
nal causes, elicited pride. On the other hand, when failure 
was due to one1s ability, feelings of incompetence and shame 
ensued； to effort, guilt resulted； and to the intervention 
of the others, anger resulted. It was interesting that when 
luck was the causal agent, surprise was the result whether 
the outcome was a success or a failure. The attribution-
affect relations identified by Weiner and his colleagues 





Attribution Success Failure 
Ability Competence Incompetence 
Confidence Shame 
Pride 
Effort Relief Guilt 
Contentment 
Actions of others Gratitude Anger 
Thankfulness Fury 
Luck Surprise Surprise 
Note. From "Causal attributions, causal dimensions, and affective 
reactions to success and failure" by D. Russell and E. McAuley, 1986, 
Journal of Personality and Social Psychology, p. 1175. 
C. Causal Dimensions and Affective Reactions 
According to Weiner (1979), causal dimensions reflected 
psychologically meaningful properties or characteristics of 
causal attributions. In early statements of his model, 
Weiner (1974) argued that the locus of causality dimension 
was the primary determinant of affective reactions to 
achievement outcomes. Feelings of pride following success 
and shame following failure were hypothesized to be experi-
enced more intensely when the person made an internal attri-
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bution for the outcome. Weiner et al. (1979) reported 
results consistent with this prediction: subjects reported 
feeling proud when an internal attribution was made for 
success and guilty when an internal attribution was made for 
failure. 
Gratitude, an emotion of great apparent prevalence, had 
been considered the moral memory of mankind and was a means 
of social cohesion that helps maintain social order. Weiner 
(1986a) hypothesized that gratitude toward the others was 
elicited if and only if the act of a benefactor was volun-
tary and intentional. 
D. Guilt versus Shame 
Distinctions between guilt and shame. In both philo-
sophical and social science literature, shame sometimes was 
discussed along with guilt, and these emotions were not 
distinguished. Davitz (1969) and Wicker, Payne, and Morgan 
(1983) noted that these emotions had much in common. As 
Wicker et al. (1983) summarized, both emotions "involve 
negative self-evaluations and were painful, tense, agitat-
ing , real, present, and depressing" (p. 33). 
But psychological theory and phenomenological studies 
clearly indicated that these were distinct affective experi-
ences . In distinguishing between guilt and shame, early 
theorists (e.g., Ausubel, 19 55; Freud, 1953) focused pri-
marily on the private-public and internal-external dimen-
sions. Shame was viewed as a reaction to public exposure 
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(and disapproval) of some impropriety or personal shortcom-
ings . In contrast, guilt was seen as more of a private 
affair—between one 1s self and one 1s internalized con-
science—in the face of a breach of personal moral stand-
ards . Broad societal variables were thought to cultivate 
one or the other orientation, hence the notion of shame 
cultures and guilt cultures. 
This early distinction between shame and guilt had been 
soundly criticized from many quarters (e.g. Lewis, 1971; 
Taylor, 1985) and had been largely abandoned in favor of 
more complex conceptualizations of shame and guilt. More 
current psychological theories tend to differentiate between 
shame and guilt in terms of the role of the self (Lewis, 
1971, 1987; Nathanson, 1987) or in terms of attributions 
(Weiner, 1985)• For example, in introducing the concept of 
an internalized "other11, Lewis (1971) had extended the 
definition of shame beyond an affective reaction to public 
disapproval. Shame arose from the self1s negative evalua-
tion of the self (an evaluation that might or might not have 
been instigated by actual public exposure)； guilt arose from 
the self1s negative evaluation of specific behaviors or 
transgression. In attributional terms, the distinction 
between shame and guilt was similar to Janoff-Bulman 1s 
(1979) distinct between behavioral and characterological 
self-blame. Shame—in its focus on the entire self—could 
be viewed as an affective state stemming from internal, 
global, uncontrollable, and presumably stable attributions; 
guilt—in its focus on behavior—could be conceptualized as 
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involving internal, specific, controllable, and most likely 
less stable attributions. 
These more current conceptualizations had been borne 
out by several phenomenological investigations of the dif-
ferences between shame and guilt (Lewis, 19 71; Lindsay-
Hartz, 1984； Wicker et al., 1983). Phenomenological reports 
indicated that guilt was associated with a focus on some 
past behavior that was inconsistent with a set of internal-
ized standards一often, but not necessarily, moral in nature. 
These kinds of behavior often involved harm to someone or 
something. So, guilt involved the perception that one had 
done something "bad". Although the person experiencing 
guilt might feel for the moment as if he or she was a bad 
person, his or her self-concept and identity remained essen-
tially intact, and the self remains "able". Motivation and 
behavior arising from the guilt experience tended to be 
oriented toward reparative action, such as confessing, 
apologizing, undoing, and repairing. 
While guilt was an uncomfortable experience/ phenomeno-
logical studies indicate that the shame experience could be 
devastatingly painful. Shame involved less of a focus on the 
entire self. The entire self was painfully scrutinized and 
negatively evaluated. Thus, the shame experience involved a 
considerable shift in self-perception一often accompanied by 
a sense of exposure； by a sense of shrinking, of being 
small； and by a sense of worthlessness and powerlessness. 
The motivational and behavioral manifestations of shame 
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stood in sharp contrast to those of guilt. The person in 
the midst of a shame experience most likely wanted to hide 
from others and, to be more specifically, to keep himself or 
herself from the interpersonal situation(s) that gave rise 
to his experience. 
Differences between the Oriental and the Western culture. 
The development of Western civilization has been influenced 
by Freud 1s notion of guilt (Benedict, 19 4 7; Leighton & 
Kluckhohn, 1947). Chinese society has been described as 
shame oriented (Eberhard, 1967). 
There were two major influences on the Chinese shame 
culture: Confucianism and humanism (Chu, 1973)• Shame was 
defined in terras of an interpersonal orientation in which 
behavior would be compared to social norms, and guilt in 
terms of an intrapsychic orientation in which behavior would 
be compared to one1s personal standards. Confucianism was 
oriented towards shame through its emphasis on social norms 
and reference to ideal types as models of behavior. At the 
same time, humanistic concerns in the Chinese culture placed 
great importance on harmonious interpersonal relationships. 
Losing face, in the Chinese culture, might cause an individ-
ual to experience shame or shyness. The root of guilt-
orientation in the Chinese culture was originated from 
Buddhism and Christianity. 
The doubled-edged sword. Concerning shame, some re-
searches suggested that the increased shame was associated 
with low effort expenditure (Weiner & Brown, 1984； Weiner & 
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Kukla, 1970; Weiner, Frieze, Kukla, Reed, Rest, & Rosenbaum, 
1971; Weiner, Heckhausen, Meyer, & Cook, 1972). However 
other investigations had shown that greater shame at failure 
was experienced under high effort (study) conditions (Cov-
ington & Omelich, 1979a, 1979b, 1981; Covington, Spratt, & 
Omelich, 1980). 
It was suggested (Covington & Omelich, 1984b) that this 
apparent inconsistency arose out of theory-driven differ-
ences between the self-worth and attributional models as 
reflected in their respective methodologies. Self-worth 
theory hypothesized that student effort was a "doubled-edged 
sword" (Covington et al., 1979b). High effort might reduce 
the negative affect associated with noncompliance to a work 
ethic, it also implied that the cause of failure was low 
ability, a realization that led to shame and humiliation 
(effort -> inability 一 > humiliation/shame). However, being 
predominantly an ability-linked affect (Covington et al., 
1984a, 1984b), when shame was used as the sole dependent 
variable of interest, the moral component of shame (high 
effort -> low shame) was necessarily underrepresented, and 
the ability-linked aspects (high effort -> inability -> 
shame) dominated. The net effect was that effort expendi-
ture tends to exacerbate shame in an apparent contradiction 
of Weiner1s cognitive predictions (Covington et al., 1979a, 
1981). 
In summary, attribution of responsibility was a key 
construct for understanding guilt. Guilty feeling was 
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enhanced when failure was attributed to a lack of effort 
which was internal and personally controllable. Shame was 
elicited when a cause of an event was internal but uncon-
trollable. Thus, failure as a result of low ability often 
elicited shame. Shame implied that a social comparison was 
being made and that one did not have what others did. 
Hence, experiences of being too tall, short, and or unat-
tractive would tend to elicit shame in the individual pos-
sessing these uncontrollable attributes. 
E. Anger and Pity 
The attributional antecedent for anger was an ascrip-
tion for a negative, self-related outcome or event to fac-
tors controllable by others (Averill, 1983). In one illus-
trative study by Weiner, Graham, and Chandler (1982) , sub-
jects were asked to recount instances of their lives in 
which they experienced the emotion of anger. For this 
affect, 90% of the situations involved, an external and 
controllable cause. 
Attribution theorists had documented that emotions such 
as pity and anger could be responses to particular causal 
thoughts (Weiner et al., 1982). In an achievement-related 
context, pity might be elicited when another's failure was 
perceived to be caused by low ability. In contrast, anger 
was often the dominant emotion when another1s failure was 
attributed to lack of effort. Thus, anger could be thought 
of as an "ought" emotion elicited by controllable negative 
actions of others (Graham, Doubleday, & Guarino, 1984; 
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Weiner, 1980a, 1980b; Weiner et al. , 1982). Some research-
ers had also noted the moral evaluation underlying displays 
of anger and the belief that the target of anger was capable 
of changing his or her behavior (Averill, 1983) • Pity, on 
the other hand, had been conceptualized as a more positive 
reaction to others whose negative state was viewed as both 
chronic and not subject to personal influence (Hoffman, 
1975). 
If specific emotions such as pity and anger could be 
responsible for particular attributions such as low ability 
and insufficient effort, emotional displays might be cues to 
these antecedent causal thoughts. That is, given informa-
tion about another1s emotional display of pity or anger, 
observers might use these affective cues to infer what the 
displayer of the emotion was thinking. In an investigation 
of examining the possibility of inferences from emotions to 
underlying causal thoughts (Weiner et al• , 1982), the re-
sults were consistent with the hypothesized pity-ability and 
anger-effort linkages. 
Figure 3 showed that a student who failed because of 
lack of effort (which was controllable) was prone to experi-
ence guilt, and a teacher (observer) would then direct anger 
toward the student. On the other hand, a student who failed 
because of lack of ability (which was uncontrollable) was 
prone to experience shame, and the teacher would then direct 
pity toward the student. 
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Figure 3• Self- and Other-Affected Consequences of Failure due to 
Lack of Effort (Controllable) versus Lack of Ability (Uncontrollable)» 
Note, From An attributional theory of motivation and emotion (p. 153) 
by B. Weiner, New York: Springer-Verlag. 
F. Pride 
The hypothesis of a relation between causal locus and 
pride had been long entertained and recognized by philoso-
phers . Hume believed that "what a person is proud of must 
belong to himself or herself" (Weiner, 1986a, p.128). 
Contemporary philosophers and psychologists had also postu-
lated a locus-pride relation. Isenberg (1980) stated that 
"The definition of pride, then, has three parts. There is 
(a) a quality which (b) is approved and (c) is judged to 
belong to oneself". Individuals have to believe that they 
were at least responsible for an outcome or event in order 
to feel pride (Stipek, 198 3) . Thus, we felt proud with 
regard to a good meal that we cooked by ourselves, but happy 
or satisfied or grateful with regard to a meal cooked by 
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someone else. Personal responsibility was a prerequisite 
for pride but not for a more global emotion like happiness. 
Control over an outcome was a second criterion related 
to pride. According to philosophers, pride was most appro-
priate for outcomes that the subject controlled. Thus, 
工senberg (1980) claimed that while inherited attributes 
(e.g. beauty) could be reason for pride, achievements which 
were the "result of purpose and effort" deserved more credit 
(p.358). 
Pride was elicited by both effort and ability attribu-
tions given success. As these two causal thoughts generated 
the same emotional experience, it was suggested (Weiner et 
al., 1984) that the necessary antecedents for the experience 
of pride were ascriptions of positive outcomes to central 
self-descriptions such as level of ability, effort expendi-
ture, and personality. Thus, pride feeling was attributed 
to internal causes for given achievement successes. 
Moreover, pride and a sense of accomplishment proved to 
be maximized by high effort in task-involving contexts where 
high effort also indicated ability. In ego-involving contex-
ts ,where less effort indicated more ability, pride and a 
sense of accomplishment were higher when effort was lower. 
(Nicholls & Miller, 198 6). 
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G. Gender Differences in Emotional Responses 
Researchers frequently reported that female students 
had lower perceptions of competence and lower performance 
expectations than male students in mathematics (Eccles, 
1983, 1985; Hanna et al., 1985; Mura et al., 1987). Related 
to these differences were gender differences in perceptions 
of the cause of success and failure in mathematics. Several 
studies had found that female students were less likely than 
male students to attribute mathematical success to their own 
high ability and were more likely to attribute failure to 
low ability (Ryckman & Peckham, 1987; Stipek, 1984). 
These achievement-related beliefs were generally as-
sumed to influence choices and behavior that were related to 
mathematics learning (Eccles, 1985) . Firstly, boys1 and 
girls1 emotional reactions to success and failure might be 
different. If girls were more likely than boys to attribute 
success to external causes and to attribute failure to 
internal causes, they would be expected to feel less pride 
in their success and more shame in response to their fail-
ure. 
Secondly, gender differences in attributions had impli-
cations for boys1 and girls1 future expectations and behav-
ior. A previous research suggested that attributing mathe-
matics success to high ability (which was presumably stable) 
was associated with expectations for future success and a 
willingness to approach new mathematics achievement situa-
tions . In contrast, attributing failure to low ability was 
predicted to be associated with low expectations for future 
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success and a desire to avoid future mathematics achievement 
situations. Eccles (1983) pointed out that the "female" 
attribution bias (attributing failure to low ability and not 
attributing success to high ability) should result in lower 
future expectations and more avoidance than the "male" 
attribution bias, regardless of the past outcomes, which 
might be positive or negative. 
Another belief that might contribute to gender differ-
ences in mathematics concerned the role of effort in suc-
cess . Boys stressed the role of effort in their explana-
tions of failure more than girls did (Dweck & Reppucci, 
1973； Parsons, Meece, Adler, & Kaczala, 1982). It followed 
that even if girls believed themselves to be hard workers, 
they might be less likely than boys to believe that success 
in mathematics was always achievable through hard work. 
This belief, like the attribution bias, would be expected to 
engender in some girls who had relatively low expectations 
for success and a desire to avoid mathematics performance 
situations. It might also result in lowered effort in 
situations in which mathematics could not be avoided because 
effort would not be expected to result in success. 
H. Specific Causes versus Causal Dimensions 
A subsidiary, but equally important, issued in need of 
clarification related to the question whether specific 
causes, as opposed to causal dimensions, predominated in 
directing behavior. Specific causes referred to distinct 
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causes such as effort, ability, luck and task difficulty, 
whereas causal dimensions reflected basic categories or 
properties of causes. Three dimensions had been identified 
as particularly fundamental: locus, stability and controlla-
bility. 
According to Weiner (1985, 1986a), psychological and 
behavioral reactions of attributions were mainly produced by 
causal dimensions that underlying the ascribed cause. In 
contrast, it was possible to conceive distinct ascriptions, 
rather than broad dimensions, as having a greater impact on 
achievement outcome. As a single cause provided more spe-
cific and detailed information on the event, it might be 
more instrumenta1 for the students in overcoming failure or 
sustaining success in the future. Thus, for example, if 
failure was due to low effort, the obvious remedy was to 
study harder ； if low outcome was due to ineffective study 
strategies, the most appropriate response was to adopt 
better working approaches. It seemed unlikely that dimen-
sional categorizations would provide such precise and de-
tailed prescriptions for future action. 
Most of the investigations that had tested the impact 
of perceived causality on achievement behavior had either 
used specific causes (e.g. Covington et al., 1979a, 1984a) 
or broad dimensional categories (e.g. Reisenzein, 1986 ； 
Russell, 1982). Although both attributional measurements 
had been studied (Russell et al., 198 6) and found that 
specific causes and causal dimensions had joint and inde-
pendent effects on affective reactions to success and fail-
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ure, the two attributional measurements were never employed 
simultaneously in Chinese culture. Consequently, it re-
mained unclear which of the two predominates determined the 
performance of Hong Kong students. 
Ill• Depression 
A. Cognitive Theories of Depression 
One of the most clearly elaborated and best-researched 
cognitive theories of depression was the learned helpless-
ness model and its revisions (Abramson et al., 1978； Peter-
son & Seligman, 19 8 4; Seligman, Abramson, Semmel, & Von 
Baeyer, 1979)• Originally developed to explore performance 
decrements observed in animals which exposed to uncontrol-
lable outcomes, the learned helplessness theory was subse-
quently applied to explain human depression as a response to 
uncontrollable outcomes. As the many human studies of 
learned helplessness began to appear, it gradually became 
apparent that the theory was not predictive of the behavior 
of humans as well as of animals (Abramson et al., 1978). In 
particular, at least three important and somewhat unique 
human responses could not be explained with the original 
learned helplessness theory. First, this theory could not 
account for studies that perceptions of uncontroliability 
could produce both small and large self-esteem losses• 
Second, differences among people in severity, length, and 
effects of depression could not be explained by the theory. 
Third, researches working in an attribution framework 
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(Klein, Fencil-Morse, & Seligman, 1976) showed that de-
pressed persons could sometimes make internal attributions 
for a failure, in apparent contrast to predictions derived 
from the learned helplessness theory. If people perceived 
an outcome to be uncontrollable, logically they should not 
blame themselves for failure at such a task (Abramson & 
Sackeim, 1977). 
To account for these and other findings, the learned 
helplessness theory was reformulated in attribution theory 
terms. Attributional reformulations emphasized that uncon-
trollable outcomes that were construed as the result of 
internal, stable, and global causes led to depressive symp-
toms (Abramson et al., 1978; Miller & Norman, 1979； Weiner & 
Litman-Adizes, 1980)• Subsequently, Seligman and colleagues 
(Seligman et al. , 1979; Peterson et al., 1984) hypothesized 
that a traitlike tendency to view causes of negative out-
comes as internal, global, and stable—a depressive attribu-
tional style—was a vulnerability factor in depression. 
Expectancy was an important construct in a number of 
theoretical models of self-management and that of depres-
sion. Basically, expectancies were predictions about future 
performances that were based on inferences from specific and 
general information about the task and the past performance. 
Many factors might influence expectancies, and it might be 
important to consider specific components of expectancy. 
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Helplessness theory had examined the phenomenon of 
expectancy shift. Helplessness was a perception of re-
sponse-outcome independence. It was predicted that helpless 
depressed persons would be slower than nondepressed persons 
in changing their predictions of outcome based on accumulat-
ed experience. For example, if a person began with an 
expectancy for a certain level of performance but consist-
ently performed above that level, the person1s expectancy 
would shift to the level of the actual performance. It was 
predicted that the depressed person would be more sluggish 
in making this expectancy shift. 
Results confirming this prediction were first reported 
by Miller and Seligman (1973)• Miller and Seligman (1976) 
tried their helplessness induction task on groups of de-
pressed subjects to demonstrate that depression produced 
smaller decreases in expectancy after failure on a task 
described as one involving skill but not after failure on a 
task involving chance. However, no expectancy effects for 
depression or induced helplessness were found after success, 
as would also have been predicted. 
B. Depressocfenic Style 
Seligman1s learned helplessness model of depression in 
its revised form stated that the nature of the attributions 
a person made about a major aversive event would determine 
whether a depression was produced. Furthermore, the specif-
ic dimensions of attribution would determine the character-
istics of the depression. An attribution to a global cause 
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would yield a generalized depression influencing all areas 
of the person1s life. An internal attribution would yield 
low self-esteem and guilt, and a stable attribution would 
yield enduring depression. The theory further postulated 
that individuals had consistent attributional styles and 
that a person might be prone to depression if he or she had 
a particular depressive attributional style. Depressed 
persons were generally assumed to make attributions for 
negative events to internal, stable, and global causes, and 
to make attributions for positive events to external, unsta-
ble, and specific causes. 
A specially devised Attributional Style Questionnaire 
(Peterson, Semmel, Von Baeyer, Abramson, Metalsky & Selig-
man, 1982) was used to measure individual tendencies toward 
internal versus external, stable versus unstable, and global 
versus specific attributions for positive and negative 
events. The Attributional Style Questionnaire was a self-
report instrument which presented six hypothetical positive 
and negative events. Respondents were asked to write down 
the major cause of each hypothetical event and assess the 
internality, stability, and globality of the cause on rating 
scales. 
The attributional reformulation of the learned help-
lessness model elicited mixed empirical results (an alterna-
tive model was suggested by Pyszczynski & Greenberg, 1987)• 
In a summary of 61 investigations, Peterson, Villanova and 
Raps (1985) found that 26 out of 4 9 (53%) supported the 
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internality-depression link, 16 studies out of 35 (46%) 
supported the stability-depression link, and 21 out of 27 
studies (78%) supported the globality-depression link. 
Support for the depressogenic attributional style hypothesis 
was found in 26 out of 35 studies (74%) • Support for the 
hypothesis was stronger when the investigators employed 
larger sample size, when the number of events sampled was 
large, and when hypothetical events were used. 
In a recent meta-analytical review, Sweeney, Anderson, 
and Bailey (1986) considered over 100 studies involving 
nearly 15,000 subjects and found that depression, measured 
in a variety of ways, was reliably associated with several 
attributional tendencies. The strongest tendency was for 
depressed individuals to attribute negative events to inter-
nal ,stable, and global causes； bad events were due to 
aspects of self, but not to others or circumstances. The 
aspects such as intelligence were relatively enduring and 
they were general. A complementary set of attributions 
occurred when the outcomes were positive, that is, the de-
pressives regarded the causes of these events as external, 
unstable, and specific. This was exactly the pattern of 
attributions that was predicted by the reformulation of 
Seligmanfs theory of helplessness, a theory that Seligman 
used to explain depression. 
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C. Hopelessness Theory of Depression 
Abramson, Metalsky, and Alloy (1989) presented the 
hopelessness theory of depression, a revision of the refor-
mulated theory of learned helplessness. The hopelessness 
theory postulated the existence of one hypothesized subtype 
of depression, hopelessness depression, and specified a 
chain of distal and proximal causes of its symptoms. Ac-
cording to the theory, the expectation that highly desired 
outcomes would not occur or that highly aversive outcomes 
would occur and that one could not change this situation, 
hopelessness, was a proximal sufficient cause of the symp-
toms of hopelessness depression. By definition, helpless-
ness was a necessary component of hopelessness but not 
sufficient to produce hopelessness. 
People became hopeless and developed the symptoms of 
hopelessness depression by the causal chain beginning with 
the perceived occurrence of negative life events as shown in 
Figure 4. The kinds of causal attributions people made for 
these events and the degree of importance they attached to 
them contributed to the development of hopelessness and the 
symptoms of hopelessness depression. Moreover, when nega-
tive life events were attributed to internal, stable and 
global causes, hopelessness would be accompanied by lowered 
self-esteem. 
Abramson et al. (1989) incorporated situational deter-
minants of causal attributions into hopelessness theory to 
address the influences on the kinds of causal attributions 
that people made. Three types of situational information 
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constrained people fs causal attributions (Kelly, 1967): 
consensus, consistency, and distinctiveness, were relevant 
to the attributional dimensions of internality, stability, 
and globality respectively. People were hypothesized to 
make depressogenic (internal, stable and global) attribu-
tions for a negative event (e.g., failing a mathematics 
examination) when they were confronted with situational 
information suggesting that the event was low in consensus 
(e.g. , only they failed but others did well in the examina-
tion) ,high in consistency (e.g. , not only did they fail in 
the present mathematics examination but also they failed in 
all previous mathematics examination), and low in distinc-
tiveness (e.g., Apart from mathematics, they also failed in 
other subjects as well). 
In addition to situational information, individual 
differences also influenced the content of people1s causal 
attributions. Individuals who exhibited a general tendency 
to attribute negative events to stable, global causes and to 
view these events as very important (i.e., the depressogenic 
attributional style) should be more likely to attribute any 
particular negative event to these same factors than indi-
viduals who did not exhibit this style. Therefore, in the 
presence of negative life events, people exhibiting the 
depressogenic attributional style should be more likely to 
develop hopelessness and, in turn, the symptoms of hopeless-
ness depression than people who did not exhibit this style. 
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Two other inferences in addition to causal attributions 
which modulated whether a person became hopeless and de-
veloped the symptoms of hopelessness depression were: 
inferred consequences and inferred characteristics about the 
self. When people inferred that negative consequences would 
result from negative events and/or that the occurrence of 
such events, it meant that they were unworthy or deficient, 
hopeless and, in turn, the symptoms of hopelessness depres-
sion were likely to ensue. 
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Figure 4. Causal Chain Specified in the Hopelessness Theory of Depression 
Note. From "Hopelessness depression: A theory-based subtype of depression" 
by L. Y. Abramson, G. I. Metalsky, and L. B. Alloy, 1989, Psychological 
Review, p. 360. Arrows with sol id lines indicate sufficient causes. 
Arrows with broken lines indicate contributory causes. 
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D. Measurement of Depression 
Depression was conceived by Beck (1970) as "an abnormal 
state of the organism manifested by signs of symptoms such 
as low subjective mood, pessimistic and nihilistic atti-
tudes, loss of spontaneity and specific vegetative signs" 
(pp.201-202). The Beck Depression Inventory (BDI) was con-
structed to measure these components and to assess whether 
depression was to be made as the primary diagnosis (Beck, 
Ward, Mendelson, Mock & Erbaugh, 1961) • Apart from its 
original objective of detecting depressive 1 cases1, the BDI 
had been widely employed as an instrument assessing depres-
sion in epidemiological research and in studies investigat-
ing the relationship between depression and other psycholog-
ical constructs. 
Numerous studies had been carried out to ascertain the 
psychometric properties of the BDI, employing test-retest 
reliability as a measure. Hatzenbuehler, Parpal, and Mat-
thews (1983) found that the BDI had reasonable reliability 
(•83 on the same day and .60 under 1-week interval), while 
Zimmerman (1986) showed that the test-retest reliability of 
the BDI was .64. Further studies that employed coefficient 
alpha as a measure of reliability also suggested that the 
BDI possessed acceptable reliability status. For example, 
Gotlib (1984) found that the coefficient alpha for the BDI 
was .82, and Beck and Steer (1984) reported that the alpha 




I• Definition of Variables 
A. Outcome (Success and Failure) 
Three indicators of academic outcome are obtained, 
namely, perceived performance, perceived success, and actual 
attainment. First, the student1s own subjective evaluation 
of his or her perceived performance and success are as-
sessed. Second, data concerning the student1s actual at-
tainment in the final term examination on mathematics is 
collected. In general, examinations of attributional pat-
terns and attribution一affect links are reported following 
subjects1 academic success and failure. Students are then 
divided into high and low achiever groups based on an aver-
age split of scores on actual attainment. 
B. Depressive Style 
Depression, in general terminology, can refer to severe 
mood swings or to mild variations in affect. It refers not 
only to a state of depression but also to a syndrome with 
psychomotor and somatic states lasting weeks or months. The 
typical symptoms of depression are sadness, low self-esteem, 
and loss of interest in activities. School performance is 
an important factor that should be looked at in identifying 
students1 depression. A sudden (over several weeks) drop in 
academic achievement from the students1 normal performance 
level may not be conclusive evidence, but it most certainly 
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is a strong indicator of depression when some other symp-
toms noted above are also evident. In the present study, 
depression is assessed by the Beck Depression Inventory, 
with depressive students defined as those getting high score 
in the inventory. 
C. Specific Causes 
Specific causes refer to the thirteen causes that the 
students seek to explain their performance in the mathemat-
ics examination. (e.g., effort, ability, luck and teachers0 
help). 
D. Causal Dimensions 
Causal dimensions are the three attributional dimen-
sions :locus of causality, stability, and controllability, 
as described by Weiner (1979)• 
E. Expectancy 
Expectancy is the grade that the students expect to 
obtain in the coming Hong Kong Certificate Examination on 
mathematics. (e.g., the highest being an A(l) grade and the 
lowest a U grade). 
F. Affects 
Affects are those feelings that will arouse from the 
students when they obtain their mathematics examination 
scores. (e.g., pride, gratitude, guilt and shame)• 
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G. Approach towards Mathematics 
Approach towards mathematics is the students1 positive 
desire to take mathematics and/or sit in mathematics exami-
nation. (e.g., definitely will take mathematics and defi-
nitely will sit in mathematics examination)• 
II• Theoretical Framework 
The theory formulated by Abramson et al. (1978) has 
much in common with the attributional theory of motivation 
by Weiner (198 6a). The most obvious similarity is the 
postulation of an attribution-expectancy-behavior sequence. 
Second, Abramson et al. (1978) argued that it is the causal 
dimensions but not the specific attributions that are of 
greater importance. Third, causal dimensions are linked 
with both expectancy and esteem-related affects. 
The present study integrates both theories by introduc-
ing the independent factor of depressive and non-depressive 
syndromes parallel with the achievement outcomes as shown in 
Figure 5. It concentrates mainly on the relationships 
between causal attributions and affective reactions. Howev-
er , the mediating effect of depressive styles and the 
effects of affects on subsequent approach towards mathemat-
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Figure 5. Proposed Theoretical Schematic Representation of the Study. 
Ill• Hypotheses 
In the analysis of attributional process and emotional 
process, Weiner and his colleagues (Weiner, 1985, 1986a; 
Weiner et al., 1971) hypothesized that subjects who inferred 
causality and generated differentiated affective reactions 
began with the interpretation of the event as a success or a 
failure. 
In the present study, the subjects were divided into 
high and low achiever groups. The linkages between causal 
attributions and emotions were examined using an actual 
examination as the achievement event. 
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The main hypotheses can be summarized as follows : 
1. Among the high achievers, students attributing more 
to effort will have stronger pride, higher expectancy, and a 
positive approach towards mathematics. 
2. Among the low achievers, students attributing more 
to lack of effort will have stronger guilt. 
3. Among the low achievers, students attributing more 
to low ability will have stronger shame, lower expectations, 
and a negative approach towards mathematics. 
Other hypotheses to be examined are: 
4. High achievers would attribute more to effort than 
ability. 
5. Girls attribute their success less to ability than 
boys. 
6. Girls will have less pride in success and more 
shame in failure than boys. 
7. Girls will have lower expectancy than boys in 
future mathematics test performances and express a negative 
approach towards mathematics. 
8. In addition, high achievers attributing their 
performance more to stable factors will have higher expect-
ancy of future success, whereas low achievers attributing 
their performance to the same factors are expected to have 
lower expectancy of success. 
9. High achievers attributing more to internal and/or 
controllable causes will have stronger pride and content-
ment . On the other hand, low achievers will have stronger 
guilt and shame. 
47 
10. Among the low-achievers, those with higher 
depressive style and attributing more to lack of ability 
will feel more guilt and shame than the low depressive ones. 
Among the high-achievers, those with higher depressive style 
would feel less proud and attribute more to unstable, exter-
nal, and uncontrollable causes and will have lower expectan-
cy of success than non-depressive ones. 
IV. Instrumentation 
On the first page of the questionnaire (see Appendix 
II), the subjects were asked to rate on 9-point Likert 
scales: (a) how well you felt you had performed in the 
mathematics examination (perceived performance) (ranging 
from very poor [1] to very good [9 ]) and (b) how successful 
you felt you were in the examination (perceived success) 
(ranging from a complete failure [1] to a complete success 
[9]). 
A. Beck Depression Inventory 
Depression was assessed with the Chinese version of 
Beck Depression Inventory (BDI) (Beck et al., 1961). This 
measured tapped symptoms of depression over the previous 7 
days by asking subjects to read 21 sets of statement and to 
choose the most self-descriptive member statement of each 
set. For example, the set for item 1 ranges from (0) I do 
not feel sad or blue to (3) I am so sad or unhappy that I 
can11 stand it. A depression score was obtained by adding 
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up each item score and deriving a simple total. Interpreta-
tion of the scores was as follows: 0-10, healthy mental 
state; 11-18, mild to moderate depression; 19-29, moderate 
depression; 29-63, moderate to severe depression. 
B. Examination Attribution Questionnaire 
With regard to specific causes, an Examination Attribu-
tion Questionnaire with a 9-point scale (Hau & Salili, 1991) 
in Chinese version was used to measure the subjects1 specif-
ic causal attribution on their mathematics performance in 
the final term examination. There were thirteen specific 
causes in relation to the subjects丨 performance. The 
causes were: effort, luck, ability in study, family1s help, 
study skills, interest in study, examination difficulty, 
teachers1 help, mood, intelligence, course difficulty, 
teachers1 bias, and home condition. 
C. Causal Dimension Scale 
Causal dimensions were measured by the Chinese version 
of Causal Dimension Scale (Russell, 1982)• The scale was in 
9-point and assessed how the subjects perceived the cause of 
an achievement outcome in terms of the locus of causality, 
stability, and controllability dimensions. The measure 
consisted of nine semantic differential scales, with three 
scales assessing each causal dimension. Russell (1982) 
reported adequate levels of internal consistency for the 
subscales measuring each dimension, with coefficient alphas 
ranging from .73 to .87. Validity for the measure was 
indicated by the finding that the subscales differentiated 
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between causal attributions which theoretically formed the 
endpoints of the causal dimensions (Russell, 1982). A 
factor analysis also confirmed the three-factor structure of 
the scale, with the factors clearly corresponding to the 
three causal dimensions. More recent researches supported 
the construct validity of the Causal Dimension Scale. 
Russell et al. (1986) found, as would be expected from 
Weinerfs model, that ratings of controllability predicted 
how the achievement performance of a student was evaluated 
by another person. McAuley, Russell, and Gross (1983) also 
found that ratings on the Causal Dimension Scale predicted 
affective reactions to table tennis performance, although, 
as noted earlier, they found the controllability dimension 
to be the strongest predictor of affective reactions. 
In the present study, students were asked to rate the 
causal attribution for their mathematics performance in the 
final term examination using the Causal Dimension Scale. 
D. Expectancy 
Students were asked to rate their expected attainment 
in mathematics in the coining Hong Kong Certificate of Educa-
tion Examination. A 13-point scale ranging from the lowest U 
grade (=13) to the highest A(l) grade (=1) was used. The 
scale would be recoded during the analysis. 
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E. Affect Scales 
Subjects were asked to rate the intensity of their 
feelings with respect to the final term mathematics scores 
on a 9-point scale ranging from not at all ( = 1) to very 
strongly (=9) • A list of 27 achievement emotions, in part 
deriving from the Weiner et al1s (1978, 1979) and the Rus-
sell et al1s (1986) studies, was presented to the subjects. 
These emotions were selected as being representative of 
outcome-dependent and attribution-dependent affects. The 
outcome-dependent affects for success used in the present 
study were happy, satisfied, pleased, relaxed and good, 
whereas those for failure were upset, unhappy, afraid, dis-
pleased ,disappointed and frustrated. In addition the 
attribution-dependent affects used for success were compe-
tent # relieved, proud, content, grateful, surprised, confi-
dent and thankful. Those for failure were guilty, angry, 
incompetent, resigned, astonished, ashamed, furious, and 
depressed. 
F. Approach towards Mathematics 
There were two questions concerning subjects1 desire to 
approach mathematics achievement situations: (a) "Do you 
wish you would continue taking mathematics if mathematics is 
not a compulsory subject?" (rates on a 6-point scale ranging 
from definitely will not [1] to definitely will [6]) and (b) 
"If you had a choice, would you try to sit for the coming 
Hong Kong Certificate Examination oil mathematics?11 (rates on 
a 6-point scale ranging from definitely will not [1] to 
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definitely will [6]). These questions were used similarly 
by Stipek and Gralinski (1991) to measure students1 positive 
or negative attitude towards mathematics learning. 
V. Sampling and Procedures 
The subjects were 351 Chinese students from three co-
educational schools in Hong Kong (151 boys and 200 girls). 
They were all Form 5 students (the numbers of Arts and 
Science students were almost the same) and the classes were 
randomly selected by their teachers. This level was chosen 
because the students had a common curriculum and had a 
common external mathematics examination in the coming sum-
mer . Only three schools were chosen so as to minimize the 
between-school variances in academic performance. Most of 
the subjects lived in government housing estates and came 
from families of the middle socio-economic class. 
As the questionnaires were originally published in 
English, back translation was adopted. The questionnaires 
were first translated into Chinese by an experienced English 
teacher and then edited by another English teacher. The 
Chinese version was then back translated into English by two 
other English teachers； any discrepancies were discussed and 
adjusted. 
Firstly, the Beck Depression Inventory would be group 
administered one week before the final terra examination. 
The Inventory was completed by students during class time to 
determine their depressive styles. 
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Secondly, other questionnaires would be group adminis-
tered within 1 to 3 days after notification of the final 
term mathematics scores and before the teachers discussed 
the examination paper. The questionnaires were completed by 
students during class time. The questionnaire consists of 
five sets of measures, which were, Examination Attribution 
Questionnaire, Causal Dimension Scale, expectancies, Affect 




I• Psychometric Properties of Instruments 
A. Depression 
The corrected item-total correlations for each item in 
the Beck Depression Scale are presented in Table 3. The 
reliability of the Chinese version of Beck Depression Inven-
tory was satisfactory (alpha = .79), which approached the 
alpha value of .88 for the original scale (Beck and Steer, 
1984) • A review of individual items showed that all items 
except 16, 18, 19, 20 and 21 had item-total correlations in 
excess of .30. 
Table 3 
Item-Total Correlations of the Chinese Version of the BDI 
Item Corrected 
number Individual description Item-total correlation 
1 Feel sad .48 
2 Discourage about future .46 
3 Feel like a failure .33 
4 Little or no satisfaction .41 
5 Feel guilty .40 
6 Feel punished .45 
7 Feel disappointed .42 
8 Self-blame .43 
9 Suicidal thoughts .40 
10 Crying .37 
11 Feel irritated .30 
12 Lost interest in others .34 
13 Problems in making decisions .43 
14 Feel unattractive and ugly .38 
15 Cannot work .40 
16 Cannot sleep .19 
17 Too tired to do things .30 
18 Poor appetite .24 
19 Lost weight .25 
20 Worried about health .14 
21 Lost interest in sex .18 
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Generally, the depression score was obtained simply by 
adding all of the 21 items together and the total score 
ranging from 0 to 63 was used for the remaining parts of the 
analyses. 
B, Specific Causal Attributions 
Specific causal attributions which might be possible to 
conceive of distinct ascriptions exerted significant inde-
pendent influence on differentiated attributed affects. The 
individual items (i.e. all thirteen items) rather than the 
possible factors generated by factor analysis were therefore 
used for the remaining parts of the analyses. 
From Table 4, it is evident that the inter-correlation 
of specific causal attributions for both high and low 
achievers were highly significant. 
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Table 11 
Correlations of Specific Causal Attributions among High and Low Achievers 
1 2 3 4 5 6 7 8 9 10 11 12 
High achievers 
Specific Causal Attributions 
1 Effort 
2 Luck .03 
3 Ability in study .38*** .16 
4 Family's help .40*** .13 .32*** 
5 study skills .48*** .06 .52*** .49*** 
6 Interest in study.38*** .07 .44*** .26*** .50*** 
7 Exam difficulty .30*** .24*** .43*** .19 .35*** .41*** 
8 Teachers1 help .31*** .07 .38*** .37*** .33*** .36*** .36*** 
9 Mood .25*** .19 .35*** .32*** .39*** .35*** .24*** .29*** 
10 Intelligence .23** .28*** .63*** .22** .40*** .40*** .44*** .29*** .36*** 
11 Course difficulty.21** .14 .33*** .32*** .36*** .26*** .44*** .28*** .27*** .42*** 
12 Teachers1 bias .07 .26*** .25*** .30*** .16 .11 .22** .25*** .20** .30*** .40*** 
13 Home condition .31*** .15 .30*** .51*** .36*** .29*** .22** .36*** .34*** .26*** .32*** .35*** 
Low achievers 
Specific Causal Attributions 
1 Effort 
2 Luck .03 
3 Ability in study .27*** .16 
4 Family's help .10 .09 .32*** 
5 Study skills .29*** .00 .42*** .30*** 
6 Interest in study.34*** .00 .47*** .25*** .53*** 
7 Exam difficulty .14 .21** .27*** .24*** .30*** .30*** 
8 Teachers' help .22** .14 .28*** .24*** .30*** .23** ,30*** 
9 Mood ,13 .10 .18 .32*** .26*** .24*** .39*** .28*** 
10 Intelligence .17 .15 .60*** .18 .33*** .42*** .34*** .25*** .30*** 
11 Course difficulty.08 .14 .34*** .28*** .30*** .28*** .30*** .44*** .29*** .49*** 
12 Teachers' bias .12 .17 .14 .15 .00 .14 .11 .28*** .16 .00 .09 
13 Home condition .11 .18 .30*** .55*** .24*** .15*** .22** .30*** .43*** .22** .35*** .34*** 
n. . . . . = 180, n. , . = 171. 
-high achievers ‘ 一 l o w achievers **g<.01; ***2<.001. 
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C. Causal Dimensions 
A principal component analysis of the nine items in 
causal dimension using Oblique rotation generated three 
factors with the scree test (Table 5)• These factors ac-
counted for a total of 60.1% of the variance. The first 
factor, labeled as Stability, consisted of 3 items on wheth-
er the cause was constant over time (e.g. , variable over 
time-stable over time, changeable-unchangeable, and tempo-
rary-permanent)• The second factor, labeled as Internality, 
consisted of 3 items on whether the cause was something 
about the attributer (e.g., outside of-inside of you, some-
thing about others-something about you, and no one is re-
sponsible-someone is responsible)• The third factor, labeled 
as Controllability, consisted of 3-items on whether the 
cause could be changed by the attributer or other people 
(e.g., reflects your situation-reflects on you, unintended 
by you or other people-intended by you or other people, and 
uncontrollable by you or other people-controllable by you or 
other people)• The reliability coefficients as measured by 
Cronbach1s alpha were .78, .58, .44 respectively. 
For high achievers, the stability dimension was posi-
tively correlated with controllability dimension, r = .36, 
£<.001. For low achievers, controllability dimension was 
positively correlated with internality dimension, r= . 27, 
总<.001, while controllability dimension was negatively 
correlated with stability dimension, r = -.22, .01. 
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Table 11 
Oblique Rotated Factor Structure of Causal Dimension Scale 
Factor 
Item 1 2 3 
Number Individual cause Stability Internality Controllability 
6 Variable over time- 85 
Stable over time 
8 Changeable-Unchangeable 85 
3 Temporary-Permanent 79 
5 Outside of-Inside of you 83 
7 Something about others- 78 
Something about you 
9 No one is responsible- 51 
Someone is responsible 
1 Reflects your situation- 33 50 
Reflects on You 
4 Unintended by you or 80 
other people-Intended 
by you or other people 
2 Uncontrollable by you or 65 
other people-Controllable 
by you or other people 
Eigenvalue 2.35 1.82 1.23 
% of Variance 26.1 20.3 13.7 
a Coefficient .78 .58 .44 
Note: Decimal points were omitted, and only loadings with absolute value greater 
than 0.30 were shown. 
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D. Affects 
All thirteen items of siibcess affective reactions were 
entered into a principal components analysis. Five factors 
were extracted by the factor analysis after Oblique rotation 
accounting for 84.2% of the variance. The rotated factor 
matrix was shown in Table 6. Factor 1, labeled as Pride, 
consisted of the affects (pleased, satisfied, content, good, 
happy, proud/ relaxed; a=.94). Factor 2, labeled as Grati-
tude, consisted of the affects (thankful and grateful; 
84). Factor 3, labeled as Surprise, consisted of the 
affect surprised. Factor 4, labeled as Relief, consisted of 
the affect relieved. Factor 5 ,labeled as Competence, 
consisted of the affects (competent and confident; a=.77). 
All fourteen items of failure affective reactions were 
entered into a principal components analysis. Five factors 
were extracted by the factor analysis after Oblique rotation 
accounting for 82.5% of the variance. The rotated factor 
matrix was shown in Table 7. Factor 1, labeled as Guilt, 
consisted of the affects (afraid, upset, incompetent, 
guilty, unhappy； a=.91). Factor 2, labeled as Resignation, 
consisted of the affect resigned. Factor 3, labeled as 
Anger, consisted of the affects (angry and furious; a=.80). 
Factor 4, labeled as Shame, consisted of the affects (disap-
pointed, frustrated, depressed, displeased, ashamed; a=.93). 
Factor 5, labeled as Astonishment, consisted of the affect 
astonished. 
However, the factors on success and failure affective 
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reactions were unable to define the uniqueness and distinc-
tiveness of individual affective indicators (e.g., outcome 
dependent affects were mixed with attribution affects and 
affects of guilt and incompetence, as they were considered 
to be distinct attributional affects, were mixed together). 
Individual success and failure attributed affects were 
therefore used for the remaining parts of the analyses. 
Table 6 
Oblique Rotated Factor Structure of Success Affective Reactions 
Factor 
Item 1 2 3 4 5 
Number Affects Pride Gratitude Surprise Relief Competence 
10 Pleased 92 
9 Satisfied 91 
4 Content 91 
13 Good 86 
6 Happy 83 
3 Proud 60 32 
11 Relaxed 47 30 31 
12 Thankful 89 
5 Grateful 82 
7 Surprised 99 
2 Relieved 97 
1 Competent 95 
8 Confident 48 51 
Eigenvalue 7.60 1.05 .86 .77 .66 
% of Variance 58.5 8.1 6.6 6.0 5.1 
a Coefficient .94 .84 / / .77 
Note: Decimal points were omitted, and only loadings with absolute value greater 
than 0.30 were shown. 
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Table 11 
Oblique Rotated Factor Structure of Failure Affective Reactions 
Factor 
Item 1 2 3 4 5 
Number Affects Guilt Resignation Anger Shame Astonishment 
19 Afraid 84 
16 Upset 78 
17 Incompetent 76 
14 Guilty 67 
18 Unhappy 52 -37 
21 Resigned 95 
15 Angry -86 
24 Furious -81 
26 Disappointed "96 
27 Frustrated -85 
25 Depressed "75 
20 Displeased 43 "52 
23 Ashamed 32 …8 
22 Astonished 96 
Eigenvalue 8.13 1.14 .87 .75 .65 
% of Variance 58.1 8.1 6.2 5.3 4.7 
a Coefficient .91 / .80 .93 / 
Note: Decimal points were omitted, and only loadings with absolute value greater 
than 0.30 were shown. 
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II. Relations among Performance' Attributions' Expectancy 
and Affects 
The first matter of interest was the relationship among 
objective attainment and subjective evaluations on the 
mathematics examination. As shown in Table 8, high achiev-
ers had high perceived performance and high perceived suc-
cess . 
Students1 actual attainment in mathematics in the final 
examination was significantly correlated with the subjective 
evaluations on perceived performance and perceived success 
using two-tailed correlation test. Students were divided 
into high and low achiever groups according to the average 
split scores on actual attainment. 
Table 8 
Correlations among Actual Attainment. Perceived Performance and Perceived Success 
Actual Attainment Perceived Performance 
1 Actual Attainment 
2 Perceived Performance .55*** 
3 Perceived Success .54*** .92*** 
n = 351. 
***£<.001. 
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For determining the correlations among depression, 
expectancy of success and approach towards mathematics by 
high and low achievers, two-tailed correlation tests were 
conducted as shown in Table 9• 
The two questions concerning subjects1 positive desire 
for taking mathematics subject and taking the coming certif-
icate mathematics examination were significantly correlated 
with each other using two-tailed significance correlation 
test and were therefore combined, r=.83, £<.001. 
Actual attainment in the mathematics examination, 
depressive style, expectancy of success and approach towards 
mathematics were significantly correlated with one another 
for high achievers (see Table 9) • High achievers were less 
depressive in style and had higher expectancy of success and 
stronger approach towards mathematics. Those high achievers 
who had high depressive style made lower expectancy of 
success and weaker approach towards mathematics. 
Actual attainment in the mathematics examination, 
expectancy of success and approach towards mathematics were 
significantly correlated with one another for low achievers 
(see Table 9)• Again, those low achievers who had better 
actual attainment had higher expectancy of success and had 
positive approach towards mathematics. 
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Table 11 
Correlations among Actual Attainment. Depression. Expectancy of Success and 
Subsequent Approach towards Mathematics 
1 2 3 4 
High achievers 
1 Actual Attainment 
2 Depression -.21** 
3 Expectancy of Success .39*** -.24*** 
4 Approach towards Mathematics .25*** -.19* .50*** 
Low achievers 
1 Actual Attainment 
2 Depression -.05 
3 Expectancy of Success .48*** -.13 
4 Approach towards Mathematics .42*** -.05 .59*** 
-high achievers =ISO, n [ o w 
achievers ‘ 
*e<.05; **E<.01; ***£<.001. 
Table 10 showed the correlation between causal attribu-
tions with final examination scores on mathematics for both 
high and low achievers. Among the high achievers, those 
with better results attributed their success more to stable 
causes, effort, ability, interest in study, easy examina-
tion f teachers1 help, intelligence and easy course. Whereas 
for low achievers, those with better results attributed more 
to their ability and examination difficulty. Correlations 
for attributions with examination results were much higher 
for high achievers than for low achievers. 
64 
Table 10 
Correlations of Causal Attributions with Examination Result 
high achiever low achiever 
group group 
Causal dimensions 
Internality -.08 .00 
Stability .26*** -06 
Controllability -.05 .05 
Specific causes 
Effort .15* -05 
Luck -.06 .08 
Ability .33*** .15* 
Family's help -.01 .13 
Study skills .12 -.04 
Interest in study .24*** .08 
Examination difficulty .35*** .16* 
Teachers' help .16* -.08 
Mood .00 .09 
Intelligence ,22** .12 
Course difficulty .23** -*02 
Teachers* bias -.04 - • H 
Home condition -.02 .03 
—high achievers ~ 1 8 0 ' —low achievers ~ 1 7 1 * *E<705; **E<.01; * * * E <� 0 1 . 
To show the relationship between specific causes and 
causal dimensions, two-tailed Pearson correlation test was 
conducted (see Table 11) • For high achievers, stability 
dimension was correlated with high effort, high ability in 
study, examination difficulty, high intelligence, course 
difficulty and bias of the teachers. Internality dimension 
was correlated with good study skills, while controllability 
dimension was strongly correlated with good study skills. 
These findings showed that more specific causal attributions 
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were correlated with the stability dimension for high 
achievers. 
For low achievers, as shown in Table 11, no significant 
correlations were found among internality dimension with 
specific causal attributions. On the other hand, stability 
dimension was correlated with low intelligence and control-
lability dimension was correlated with effort. Results 
showed that fewer specific causal attributions were corre-
lated with causal dimensions for low achievers. 
As can be seen in Table 12, high achievers were found 
to elicit significant and strong success related affects, 
whereas low achievers were found to elicit significant and 
strong failure related affects. 
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Table 11 
Correlations among Specific Causal Attributions and Causal Dimensions 
for High and Low Achievers 
Causal Dimensions Internality Stability Controllability 
High achievers 
1 Effort -.01 .16* .14 
2 Luck -.07 -.09 -.14 
3 Ability in study -.07 .15* .02 
4 Family's help .09 .07 .00 
5 Study skills .18* .03 .27*** 
6 Interest in study .13 .06 .12 
7 Exam difficulty -.03 -18* .04 
8 Teachers' help -.08 .04 -.02 
9 Mood .11 .07 -.03 
10 Intelligence -.15* .17* -.01 
11 Course difficulty -.04 .16* -.04 
12 Teachers' bias -.16* .20** -.17* 
13 Home condition -.02 .04 -.01 
Low achievers 
Specific Causal Attributions 
1 Effort .10 -.19** .20** 
2 Luck -.11 -.01 -.04 
3 Ability in study -.08 .14 -.03 
4 Family's help -.08 -.05 .00 
5 Study skills .10 -.13 .11 
6 Interest in study .01 -.04 .06 
7 Exam difficulty .07 .13 -.06 
8 Teachers' help -.04 -.07 .09 
9 Mood .05 -.06 .03 
10 Intelligence .11 .22** .08 
11 Course difficulty -.01 .02 .03 
12 Teachers' bias -.13 .02 -.11 
13 Home condition .02 -.12 .07 
-high achievers ~ 1抑'-low achievers 一 ^ ‘ *B<.05; **e<.01; ***£<.001. 
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Table 11 
Correlations of Affective Reactions with Examination Result 




































A. Depressive Style, Success Attributed Affects, Expectancy 
and Approach towards Mathematics 
To determine the gender differences in attributional 
and emotional responses, the means and standard deviations 
for gender were found. Means scores on depressive style, 
success attributed affects, expectancy and approach towards 
mathematics are presented in Table 13. Girls were signifi-
cantly more depressive than boys, £(1,172) = 9.95, p < .01. 
None of the success attributed affects were significantly 
different for high-achieved gender except that boys tended 
to be more surprised than girls when they had a success, 
£(1,172) = 7.62, £ < .01. Boys did significantly have a 
higher expected grade in the coming examination than girls, 
F(l, 172) = 11.60, p. <. 001. In addition, boys were more 
likely to approach mathematics than girls when they had a 
success, £(1,172) = 5.93, £ < •05. 
Means scores on depressive style, failure attributed 
affects, expectancy and approach towards mathematics are 
presented in Table 14. Girls were again significantly more 
depressive than boys, £(1, 177) = 7.39, p> < . 01. For low-
achieved condition, boys were more likely to elicit anger, 
astonishment and fury, £(1,177) = 4.05, 5.10 and 7.96, p 
< .05, .05 and .01 respectively. Again, boys had a signif-
icant higher expected grade in the coming examination than 
girls even though both were low achievers, F(l,177) = 45.43, 
£<.001. 
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These findings suggested that girls were more depres-
sive in character than boys. Boys had higher expected 
grades in the coming certificate examination in both high-
and low-achieved conditions and higher tendency to approach 
the subject mathematics than girls among high achievers. 
Boys showed stronger feelings of anger, astonishment and 
fury, which were regarded as external attributed affects, 
than girls among low achievers. 
Table 13 
Sex Differences of Depressive Style. Success Attributed Affects. 
Expectancy and Approach Towards Mathematics by High Achievers 
Boys Girls 
M SD M SD F-value 
Depression 12.45 7.32 16.01 7.42 9.95** 
Competence 4.90 1.93 4.43 1.93 2.72 
Relief 4.43 2.27 4.24 2.20 .25 
Pride 3.21 2.09 2.94 1.94 .67 
Contentment 3.52 2.22 3.54 2.06 .00 
Gratitude 3.07 2.24 3.05 2.12 .00 
Surprise 3.99 2.38 3.04 2.16 7.62** 
Confidence 3.79 2.21 3.47 1.95 1.02 
Thankfulness 3.46 2.40 3.52 2.41 .02 
Expectancy 9.84 1.84 8.85 2.01 11.60*** 
Approach towards Mathematics 4.93 1.06 4.53 1.13 5.93* 
^boys = 9 7 ' ^girls = 7 6 ' *e<.05; **E<.01; ***2<.001. 
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Table 11 
Sex Differences of Depressive Style* Failure Attributed Affects. 
Expectancy and Approach Towards Mathematics by Low Achievers 
Boys Girls 
M SD M SD F-value 
Depression 13.83 7.00 17.42 8.42 7.39** 
Guilt 5.16 2.83 4.93 2.31 .34 
Anger 3.82 2.91 3.07 1.98 4.05* 
Incompetence 4.32 2.72 4.60 2.43 .49 
Resignation 3.32 2.37 2.81 1.99 2.25 
Astonishment 3.84 2.89 2.98 2.01 5.10* 
Shame 4.68 2.97 4.40 2.67 .47 
Fury 3.00 2.69 2.06 1.56 7.96** 
Depression 3.58 2.66 3.78 2.73 .26 
Expectancy 7.38 2.30 5.2! 1.75 45.43*** 
Approach towards Mathematics 3.75 1.44 3.29 1.50 3.74 
n, = 54f n . , « 124. -boys ' -girls *e<.05； **e<.oi； ***e<.ooi. 
B. Causal Attributions 
There was no significant difference between boys1 and 
girls1 attributions on causal dimensions for high achieve-
ment as evidenced by the non-significant F value in all 
three dimensions (see Table 15). However, gender differ-
ences existed in boys1 and girls1 attributions on specific 
causes for high achievement. Girls were more likely to 
attribute their success to family1s help, easy examination 
and easy course, £(1,172) = 4.97, 8.59, 4.75, £ < .05, .01 
and .05 respectively. 
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For low achievement, only the stable dimension was 
significantly different for gender on causal dimensions (see 
Table 16)• Girls were more likely to perceive their failure 
to stable causes than boys, F (1, 177) = 3 . 36 , p. < . 05. 
Besides, gender differences existed for boys1 and girls• 
attributions on specific causes for low achievement. Girls 
were more likely to attribute their failure to the difficult 
examination, low mood, low self-intelligence and poor home 
condition, F(1,177) = 5.35, 3.35, 9.29 and 5.02, ^ 
< .05, .05, .01 and .05 respectively. 
These findings suggested that girls attributed their 
causes of success to external factors such as the help of 
their family, easy examination, and easy subject, while they 
attributed their causes of failure to their internal factors 
such as low intelligence and low mood. 
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Table 15 
Analysis of Variance on Causal Dimensions and Specific Causes 
by High Achieved Gender 
Boys Girls 
M SD M SD F-value 
Causal dimensions 
Internality 6.73 1.52 6.93 1.31 .85 
Stability 3.27 1.76 3.23 1.59 .02 
Controllability 5.48 1.70 5.67 1.53 .55 
Specific causes 
Effort 6.08 2.21 6.09 1.98 .00 
Luck 5.38 2.30 5.14 2.06 .53 
Ability 5.97 2.15 5.70 2.22 .70 
Family's help 2.93 1.97 3.62 2.17 4.97* 
Study skills 5.76 2.19 6.13 1.95 1.36 
Interest in study 6.50 2.17 6.45 2.05 .03 
Examination difficulty 5.95 2.65 6.97 2.14 8.59** 
Teachers' help 5.40 2.51 5.72 1.92 1.00 
Mood 6.71 2.23 6.38 2.12 .90 
Intelligence 6.48 2.14 6.35 2.00 .07 
Course difficulty 4.84 2.57 5.61 2.01 4.75* 
Teachers' bias 2.96 2.48 2.82 1.92 .16 
Home condition 3.91 2.59 4.32 2.43 1.15 
n. = 97. n . . = 76. 
-boys ' -girls *B<.05; **E<.01; ***£<.001. 
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Table 16 
Analysis of Variance on Causal Dimensions and Specific Causes 
by Low Achieved Gender 
Boys Girls 
M SD M SD F-value 
Causal dimensions 
Internality 6.70 1.49 6.91 1.38 .83 
Stability 2.99 1.67 3.45 1.64 3.36* 
Controllability 6.03 1.50 5.86 1.43 .91 
Specific causes 
Effort 6.91 2.02 6.35 1.90 2.84 
Luck 5.44 2.04 4.89 1.92 3.00 
Ability 5.20 2.06 5.72 1.90 2.93 
Family's help 3.07 1.65 3.52 2.01 2.07 
Study skills 6.05 2.16 6.36 1.68 1.15 
Interest in study 6.27 2.11 6.53 1.86 .68 
Examination difficulty 5.74 2.21 6.52 2.04 5.35* 
Teachers' help 5.42 2.44 6.07 2.08 3.07 
Mood 5.78 2.44 6.44 2.20 3.35* 
Intelligence 5.45 2.65 6.59 2.09 9.29** 
Course difficulty 4.75 2.38 5.25 2.15 1.97 
Teachers' bias 2.82 2.14 2.92 2.00 .09 
Home condition 3.24 2.32 4.09 2.36 5.02* 
n. = 5 4 , n . . = 124. 
-boys ‘ -girls *B<.05; **g<.01; ***£<.001. 
IV. Relations between Attributions and Affects 
From the results in Table 12, we know that the actual 
results in mathematics examination were associated with 
success and failure affects. We now examine whether specific 
causal attributions and causal dimensions also relate to the 
attributed affects experienced by students. 
Table 17 shows that, for high achievers, high effort 
and controllable causes were negatively correlated with the 
feeling of competence. Feeling of relief was highly corre-
lated with high ability, high intelligence, and difficult 
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examination. Feeling of pride was highly correlated with 
stable causes, high ability, high interest in study, diffi-
culty of the examination, difficulty of the course and high 
intelligence. Stable causes, high ability, good study 
skills, high interest in study, difficulty of the examina-
tion and the course attributions were correlated with the 
feeling of contentment. Stable causes, help from family, 
easy examination and help from teachers were strongly corre-
lated with feeling of gratitude, whereas good luck and home 
condition were correlated with surprise. Confidence was 
correlated with stable causes and interest in study attribu-
tions . 
As can be seen from Table 18, internal cause for fail-
ure was correlated with feeling of guilt. High effort was 
negatively correlated with the feeling of anger. Depressive 
students with internal attributions for failure had stronger 
feeling of incompetence. Those low achievers with stable 
cause of failure had high feeling of resignation, whereas 
high effort was negatively correlated with feeling of resig-
nation. Feeling of astonishment was negatively correlated 
with high effort and high interest in study for failure. 
Depressive students with internal and controllable causes of 
failure had feeling of shame. Difficulty of the examination 
and low intelligence were correlated with feeling of fury. 
Depressive students with internal cause of failure had 
stronger feeling of depression. 
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Table 11 
Correlations of Affects with Causal Dimensions and 
Specific Causes in Success 
1 2 3 4 5 6 7 8 
Success Attributed Affects 
1 Competent 
2 Relieved .23** 
3 Proud .51*** .37*** 
A Content .38*** .42*** .81*** 
5 Grateful .24*** .34*** .56*** .55*** 
6 Surprised .10 .19** .22** .28*** .26*** 
7 Confident .55*** .24** .66*** .65*** .45*** .33*** 
8 Thankful .20** .25** .40*** .44*** .70*** .34*** .37*** 
Causal Dimensions 
9 Internality -.03 .04 -.10 .00 -.05 .00 .05 -.08 
10 Stability .09 .00 .24** .27*** .23** -.02 .16* J O 
11 Controllability -.17* -.04 .00 .06 -.04 .03 .01 -.06 
Specific Causes 
12 Effort -.23** -.02 .09 .14 .13 -.01 .03 -.01 
13 Luck -.08 .08 -.13 -.12 -.05 .16* -.08 -.04 
14 Ability .06 .19** .28*** .27*** .20** .08 .12 .07 
15 Family's help -.05 .08 .12 .12 .21** .12 .10 .10 
16 Study skills -.06 .10 .18* .19** .18* .05 .12 .09 
17 Interest in study.12 .18* .25*** .23** .20** .13 .15* .08 
18 Examination -.05 .28*** .25*** .30*** .25*** .10 .12 .15* 
difficulty 
19 Teachers' help -.01 .09 .15* .18* .27*** .07 .09 .15 
20 Mood .07 .10 .08 .06 .02 .11 .02 -.00 
21 Intelligence .08 .25*** .24*** .18* .17* .16* .05 .11 
22 Course difficulty.01 .16* .22** .22** .17* .12 .08 .14 
23 Teachers' bias .01 -.05 .06 .01 .04 .12 .01 .04 
24 Home condition -.04 .05 .05 .12 .15* .21** .01 .11 
n = 180. 
*e<.05； **B<.OI； ***e<.ooi. 
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Table 18 
Correlations of Affects with Causal Dimensions and 
Specific Causes in Failure 
1 2 3 4 5 6 7 8 
1 Guilt 
2 Anger .45*** 
3 Incompetence .48*** .40*** 
4 Resignation .08 .25*** .30*** 
5 Astonishment .32*** .53*** .33*** .32*** 
6 Shamed .67*** .45*** .49*** .10 .37*** 
7 Fury .40*** .74*** .38*** .34*** .54*** .47*** 
8 Depression .46** .51** .66*** .29*** .37*** .65*** .60*** 
Causal Dimensions 
9 Internality .15* -.15* .10 -.05 -.14 .02 -.12 .05 
10 Stability -.13 -.07 .15* ,22** -.01 -.08 -.09 .04 
11 Controllability .08 -.03 -.07 -.13 -.18* -.06 -.03 -.13 
Specific Causes 
12 Effort .01 -.20** -.16* -.19** -.26*** ,03 -.14 -.18* 
13 Luck -.03 .15* .04 .19* .14 -.03 .07 .01 
14 Ability -.08 -.16* .03 -.09 -.10 -.03 -.10 -.02 
15 Family's help -.04 .00 .03 -.04 -.05 -.02 -.05 -.00 
16 Study skills .08 -.05 .15* -.11 -.10 ,13 -.00 .03 
17 Interest in study.10 -.17* -.07 -.07 -.20** -.04 -.13 -.15 
18 Examination -.10 -.11 .03 .17* -.10 -.09 -.16* -.06 
difficulty 
19 Teachers' help .02 -.00 .08 -.13 -.06 .02 -.05 -.00 
20 Mood -.05 -.15* .03 .04 -.10 .03 -.13 .02 
21 Intelligence -.02 -.19* .11 -.04 -.12 -.01 -.17* -.00 
22 Course difficulty.01 -.10 .17* .03 -.01 .01 -.00 .05 
23 Teachers' bias -.09 .06 -.07 .13 .11 -.06 .03 -.05 
24 Home condition -.03 -.03 .06 .01 .06 .03 -.01 -.00 
n = 171. 
*e<.05; **fi<.01; ***£<.001. 
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A. Causal Dimensions and Affects 
To examine relations between causal dimensions and 
affective reactions, a series of stepwise multiple regres-
sion analyses were conducted using scores on the three 
causal dimensions to predict success and failure attributed 
affect scores. The results of these analyses are presented 
in Table 19. For the success attributed affects, feeling of 
competence was minimized when the cause of high achievement 
attributed was controllable. In contrast, feelings of 
pride, contentment, gratitude and confidence were maximized 
when the cause of high achievement attributed was stable. 
For some of the attributed affects, the stability dimension 
was found to be a significant predictor. 
These findings suggested that the more controllable the 
cause of high achievement was perceived, the less competent 
the students felt. The more stable the cause of high 
achievement was perceived, the more proud, content, grateful 
and confident the students felt. 
The results of the failure related affects are shown in 
Table 19. Feeling of guilt was maximized when the cause of 
low achievement attributed was internal. Feeling of resig-
nation was maximized when the cause of low achievement 
attributed was stable. Feeling of astonishment was inini-
mized when the cause of low achievement attributed was less 
controllable. Feelings of incompetence, shame and depres-
sion were maximized when the cause of low achievement was 
due to the interactive effect between internal attributions 
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and depressive style. 
These findings suggested that the more internal the 
cause of low achievement, the higher guilty feeling. The 
more stable the cause of low achievement, the more intensive 
the resigned feeling. The more depressive the student and 
the more internal the cause of low achievement, the more 
intensive the feeling of incompetence, shame and depression. 
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Table 19 
Stepwise Multiple Regression Analysis of Success and Failure Attributed 
Affects by Causal Dimensions 
: ~ ~ 2 Variables Beta F E 
High achievers 
COMPETENCE •03 
Controllability -.18 5.66* 
PRIDE -07 
Stability .26 12.04*** 
CONTENTMENT •08 
Stability .29 15.21*** 
GRATITUDE .06 
Stability .24 10.12** 
CONFIDENCE •03 
Stability .17 5.03* 
Low achievers 
GUILT •04 
Internality .19 6.22* 
INCOMPETENCE .06 
Internality X Depression .25 10.77** 
RESIGNATION .03 
Stability .17 4.76* 
ASTONISHMENT .03 
Controllability -.18 5.23* 
SHAME .04 
Internality X Depression .19 6.40* 
DEPRESSION .06 
Internality X Depression .25 11.25** 
Note. Affects which were not significantly predicted by any causal 
dimensions were not shown. 
*E<.05; •*E<�1? ***£<. 001. 
80 
B. Specific Causes and Affects 
To identify relations between specific causal attribu-
tions and affective reactions, a series of stepwise multiple 
regression analyses were conducted. The results of these 
analyses for the high-achieved affects are presented in 
Table 20. Effort attribution was found to elicit lower 
feeling of competence, whereas interest in study attribution 
for high achievement resulted in high feeling of competence. 
Feeling of relief was maximized when attributions were due 
to intelligence and difficult examination and minimized when 
attribution was due to teachers1 bias. The attributions of 
ability and difficulty of the examination were found to 
elicit feelings of pride and contentment, whereas the attri-
bution of luck for high achievement resulted in lower feel-
ings of pride and contentment. Greater feeling of gratitude 
was elicited when attributions were due to teachers1 help 
and difficult examination. Feeling of surprise was maximized 
when attributions were due to home conditions and feeling of 
thankfulness was maximized when attributions were due to 
difficult examination. 
The results of regression analyses for the low-achieved 
affects are presented in Table 21. No significant specific 
causes were found for the feelings of guilt and shame. 
Attributing the low achievement to bad luck led to strong 
feeling of anger, whereas attributing the low achievement to 
low intelligence led to lower report of anger. Incompetence 
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was maximized when the lack of study skills attribution was 
made and minimized when the low achievement was attributed 
to lack of effort. Feeling of resignation was maximized 
when attributions were due to bad luck, difficulty of the 
examination and bias of the teachers and minimized when 
teachers1 help and high effort attributions were made. 
Attributing the low achievement to bad luck led to the 
feeling of astonishment, whereas high effort attribution 
produced significantly lower reports of astonishment. 
Feeling of fury was maximized when attribution of low 
achievement was due to bad luck and minimized when attribu-
tion was due to the difficulty of the examination. Only one 




Stepwise Multiple Regression Analysis of Success Attributed Affects by 
Specific Causes for High Achiever Group 
Variables Beta F Total R 2 
COMPETENCE •09 
Effort -.31 14.92*** 
Interest in study .23 8.17** 
RELIEF -14 
Intelligence .27 11.06** 
Teachers' bias -.21 7.65** 
Examination difficulty .19 5.47* 
PRIDE .15 
Ability in study .26 10.57** 
Luck -.24 10.36** 
Examination difficulty .18 5.02* 
CONTENTMENT • 17 
Ability in study .22 8.09** 
Luck -.24 10.77** 
Examination difficulty .24 9.37** 
GRATITUDE • 10 
Teachers' help .21 7.44** 
Examination difficulty .16 4.43* 
Surprise • 04 
Home condition .21 7.62** 
THANKFULNESS .02 
Examination difficulty .15 3.90* 
Note. Affects which were not significantly predicted by any specific 
causes were not shown. 
These findings suggest that specific causal attribu-
tions tend to elicit different affective reactions for high 
and low achievement. These specific causal attributions not 
only tend to maximize but also minimize the experience of 
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certain affective reactions. Thus, making a particular 
specific causal attribution for an outcome can both produce 
the experience of certain affects and decrease the probabil-
ity of experiencing other affects. 
Table 21 
Stepwise Multiple Regression Analysis of Failure Attributed Affects by 
Specific Causes for Low Achiever Group 
Variables Beta F Total R 
ANGER .08 
Luck .23 9.70** 
Intelligence -.18 6.12* 
INCOMPETENCE .07 
Study skills .23 9.47** 
Effort -.21 7.71** 
RESIGNATION .17 
Luck .20 7.84** 
Examination difficulty .22 8.72** 
Teachers' help -»19 6.32* 
Teachers' bias .16 4.90* 
Effort -.15 4.55* 
ASTONISHMENT .09 
Effort -.24 11.23** 
Luck .17 5.13* 
FURY .05 
Examination difficulty -.19 6.27* 
Luck .15 4.03* 
DEPRESSION .04 
Effort -.19 6.31* 
Note. Affects which were not significantly predicted by any specific 
causes were not shown. 
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C. Specific Attributions, Causal Dimensions, and Affects 
The final set of analyses that were conducted was to 
determine the joint and independent effects of causal dimen-
sions and the specific causal attributions on attributed 
affective reactions. A commonality analysis (see Russell et 
al., 1986) was conducted (see Table 22) . To conduct this 
analysis, a series of multiple regression analyses were 
performed. The thirteen specific causes and three causal 
dimensions were entered into the regression equations as two 
separate sets of predictor variables in counterbalanced 
order (i.e., one analysis was done with the specific causes 
being entered first into the equation, and a second analysis 
was done with the causal dimensions being entered first into 
the equation)• On the basis of these analyses, the variance 
explained in each affect separately by the specific causes 
and causal dimensions was determined, as well as the joint 
effects of specific causes and causal dimensions on affec-
tive reactions. 
The results of the commonality analyses for the high 
and low achieved affects were shown in Table 22. As could 
be seen, the largest effects generally involve variance 
jointly accounted for by both specific causes and causal 
dimensions. However, the results also indicated that the 
specific causes exert a significant independent influence on 
most of the attributed affects, accounting for 12.8 to 19.9% 
of the variance in the attributed affects over and above the 
causal dimensions. Similarly, causal dimensions were found 
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to exert a significant influence on several of the high-
achieved and low-achieved affects that was independent of 
the specific causes. 
To clarify the joint and independent effects of causal 
dimensions and the specific causal ascriptions on success 
and failure attributed affects, path diagrams were drawn in 
Figure 6 and Figure 7. It appeared that both specific 
causal ascriptions and causal dimensions served to influence 
affective reactions following success and failure. In 
addition, these two sets of attributional variables overlap 
in their influence on affective reactions. 
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Table 22 
Results of the Commonality Analysis for the Success and Failure 
Attributed Affects 
Specific Causal Joint 
Attributed affects causes Dimensions effects 
Competence .155* .064 .222*** 
Relief .199*** .058 .231** 
Pride .164** .065 .262*** 
Contentment .155** .070* .264*** 
Gratitude .128* .089* .233** 
Surprise .107 .023 .124 
Confidence .082 .098* .176 
Thankfulness .058 .056 .121 
Guilt .068 .060 .135 
Anger .122 .029 .174 
Incompetence .100 .079* .190* 
Resignation .145* .036 .204* 
Astonishment .133* .059 .218** 
Shame .064 .072 .133 
Fury .108 .028 .147 
Depression .093 .094* .191* 
Note. The statistical significance of the independent contributions of specific 
causes and causal dimensions was evaluated by testing the significance of the 
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Figure 6. Path Diagrams of Success Attributed Affects with Corresponding 
Perceived Causal Dimensions and Causal Ascriptions Following Success. 
*E<.05? **p<.01; ***E<.001. 
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Causal Causal Failure Attributed 
Dimensions Ascriptions Affects 
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Figure 7. Path Diagrams of Failure Attributed Affects with Corresponding 
Perceived Causal Dimensions and Causal Ascriptions Following Failure. 
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D. Relations among Causal Attributions, Emotions and 
Approach towards Mathematics 
The diagram in Figure 8 showed the sequence of 
thoughts, feelings corresponding to behaviors and approach 
towards mathematics for high-achievers. The diagram showed 
that the independent impact of attributions approached 
nonsignificantly, whereas the unique effects of expectancies 
and success attributed affects contributed significantly to 
the approach towards mathematics. The joint impact of the 
three sets of determinants yielded a moderately high multi-
ple correlation with approach towards mathematics, R = . 63, 
^<.001. In this relation, the emotions were responsible for 
a contribution of .35 .01). These results indicated that 
behavior (approach towards mathematics) was directly affect-
ed by success attributed affects and expectations, as op-
posed to the indirect effect of attributions. In other 
words, expectancies and success attributed affects mediated 
between causal attributions and approach towards mathematics 
for high achievers. 
The diagram in Figure 9 showed the sequence of 
thoughts, feelings corresponding to behaviors, and approach 
towards mathematics for low-achievers• The diagram showed 
that attributions and expectancies contributed significantly 
to the approach towards mathematics, whereas the effects of 
failure attributed affects contributed nonsignificantly to 
the approach towards mathematics. The joint impact of the 
three sets of determinants yielded a moderately high multi-
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pie correlation with approach towards mathematics, R = . 69, 
£<.001. These results indicate that behavior (approach 
towards mathematics) was directly affected by causal dimen-
sions and specific causes, as opposed to the indirect effect 
of failure attributed affects. In other words, expectancies 
and failure attributed affects, in contrast to high-achieved 
students, did not mediate between causal attributions and 
approach towards mathematics. 
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Figure 8. Path Analyses of Success Attributed Affects, Expectancy and 
Approach towards Mathematics. 
Note. Least squares regression methods with forced entry were used to estimate 
the path coefficients. The degree of freedom differ in each path. 
**e<.001. 
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Cognitions > Intervening > Behavior 
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Expected Grade 
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, | 
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Causal — — — — — — — — ^ Mathematics Dimensions J 
and / (R = .69***) 
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/ . 3 1 









Figure 9• Path Analyses of Failure Attributed Affects, Expectancy and 
Approach towards Mathematics. 
Note. Least squares regression methods with forced entry were used to estimate 
the path coefficients. The degree of freedom differ in each path. 
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CHAPTER FIVE 
DISCUSSION AND CONCLUSION 
The results showed that, in an actual examination of 
mathematics, individual students had different perceptions 
of the cause of their performance. High achievers attribut-
ed their causes of success to effort, ability, irvtelligence 
and stable, while low achievers attributed their causes of 
A 
failure to ability and difficult examination. High achiev-
ers were less depressive than low achievers, and those less 
depressive high achievers had higher expectancy of success 
and stronger approach towards mathematics. Generally, girls 
were more depressive and had lower expected grades, and 
lower tendency towards mathematics than boys. Girls were 
likely to attribute their success to external causes (e.g., 
help of their family, easy examination and easy subject) and 
attribute their (causes failure to Jere more stable and 
internal|^fe.g. , low intelligence and low mood) than boys. 
Feelings of confidence and competence were maximized when 
the causes of high achievement j^ er^  perceived as stable and 
interest in study respectively. Ability and stable causes 
were found to elicit feeling of pride. Feeling of gratitude 
was maximized when attributions were made to teachers1 help 
and stable causes. Relief was reported most strongly when 
the cause of success was intelligence, while examination 
difficulty and stable causes were found to elicit feeling of 
contentment. Guilt was maximized when the cause of failure 
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was perceived as internal. Anger was most strongly felt 
when fefle failure was j^rfe^ to bad luck, while stable causes of 
failure and examination difficulty attributions produced 
report of resignation. Depressive students with internal 
attributions were found to elicit stronger feelings of 
incompetence, shame and depression. The mediating role of 
attributed affects and expectancy in the relationship be-
tween causal attributions and approach towards mathematics 
was found in high achievers, whereas the directing effect 
of causal attributions on approach towards mathematics was 
found in low achievers. 
I• Attribution and Affect 
The results of this study were relevant to a number of 
issues concerning the relationship between attribution 
processes and affective reactions to high and low achieve-
ment. First, regarding the impact of causal attributions on 
affects, the findings coincided with the results reported by 
Weiner and his colleagues (shown in Table 1)• In addition, 
it was found that attributions could serve to minimize the 
experience of certain affective reactions to success and 
failure. For example, feeling of pride following high 
achievement was maximized when the outcome was attributed to 
ability in study, and pride was reported significantly 
lowered when the outcome was attributed to luck. Thus, 
causal attributions can both elicit and suppress the experi-
ence of certain affective states. 
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The results concerning relations between causal dimen-
sions and affective reactions indicated that stability 
dimension was a significant predictor of feelings of pride, 
contentment, gratitude and confidence for high achievers. 
Contrary to the expectations, the locus of causality and 
controllability dimensions did not predict affects of compe-
tence and pride. Only the affect of guilt was significantly 
related to internal dimension and only the affect of resig-
nation was significantly related to stability dimension. It 
should be noted that affects of incompetence and shame were 
related to the internal dimension and depressive style of 
low achievers but not to low ability as Weiner expected 
(1986a). 
The results concerning relations between specific 
causes and affective reactions indicated that effort, abili-
ty, and intelligence attributions, regarded as students1 
internal factors, were significant predictors of success 
attributed affects. These were in agreement with a previous 
research, which had also revealed the importance of attribu-
tions to ability and effort in determining academic perform-
ance (Covington et al. / 1979a, 1984b). Luck, study skills 
and examination difficulty, regarded as students' external 
factors, were significant predictors of low-achieved attri-
butional affects. 
As shown in Table 22, specific causes exerted a signif-
icant independent influence on most of the attributed af-
fects accounting higher variance over and above the causal 
dimensions. Here it seemed that dimensional categorization 
96 
would not provide more precise and detailed prescriptions on 
affective reactions. It was possible to conceive of dis-
tinct ascriptions, rather than broad dimensions, as having a 
greater impact on attributed affects. 
The study examined the relations among the attributions 
of both specific causes and causal dimensions and affective 
reactions within the context of an actual achievement event. 
To our knowledge, this study represents one of the few 
attempts to directly replicate the attribution-affect rela-
tions reported by Weiner and his colleagues in the context 
of an actual achievement outcome in Hong Kong. In an actual 
achievement context, the very few attributions that Russell 
et al. (1986) reported were found to be significant predic-
tors of affective reactions, whereas our results were quite 
consistent with the results reported by Weiner et al. (1978, 
1979). 
II• Causal Cognitions and Behavior 
The present findings provided general support for the 
psychological sequence of causal thinking, attributed emo-
tional reactions, expectancies, and behavioral responses as 
advanced in the attributional theory of Weiner (1986a). It 
was found that success attributed affects and expectancies 
determined subsequent approach towards mathematics for high 
achievers as opposed to the indirect influence of attribu-
tions . Simply stated, what students felt and expected was 
more crucial for their future approach towards mathematics 
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than what they thought about the reasons for the past suc-
cess . The findings also revealed that, of the variables 
included in this study, students1 feelings of competence and 
confidence contributed most strongly to academic approach. 
These emotional consequences of attributions had important 
practical implications. Positive emotions were believed to 
be important motivators of constructive achievement behav-
ior . The anticipation of feeling proud could sustain a 
student1s effort on a difficult task. 
Contrary to Weiner1s theory (1986a), it was found that 
failure attributed affects and expectancies did not medi-
ate between causal cognitions and behavior. Behavior 
(approach towards mathematics) was directly affected by 
causal cognitions. What students thought about the reasons 
for past failure was prominent for future approach towards 
mathematics. It was found that stable cause of failure 
yielded a negative correlation with approach towards mathe-
matics, R = -.32, .001. These findings suggested that the 
negative emotions were not believed to inhibit constructive 
achievement behavior strongly. The feeling of shame cer-
tainly did not inhibit a student from approaching an 
achievement task. Consequently, for students' behavior in 
achievement settings, every effort should be made to encour-
age low-achievers to make unstable attribution and to en-
courage high-achievers to make attributions that result in 
positive emotions. It was important to note that further 
studies were needed in order to clarify the mediating role 
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of expectancy and attributed affects between causal beliefs 
and behavior among high and low achievers. 
Ill• Cultural Differences 
A. Abilitv and Effort 
Although the Chinese were known to emphasize ability 
and effort equally as the two major causes of success and 
failure (Chang, 1985; Hess et al., 1987), which was in line 
with the findings of the Americans, high achievers in the 
present study attributed their success strongly to ability 
and intelligence rather than effort. Also in line with the 
findings of the American studies (Weiner et al., 1984), 
feeling of pride was strongly predicted by high ability and 
stable cause for high achievers. 
In a recent research by Stipek, Weiner and Li (1989) 
with mature university students in the People1s Republic of 
China, no evidence for the characteristics of Chinese as 
emphasizing effort over ability as a cause of achievement, 
outcomes was found. One possibility as pointed out by 
Stipek et al. (1989) in their conclusion was that "the 
educated Chinese may be thinking very much like young, 
educated Americans, whereas older Chinese and their school-
age children, who are still dominated by parental and teach-
er socialization, maintain a different set of perceptions 
and beliefs" (p.115). The subjects of those Form five 
students in Hong Kong may just be similar to those educated 
Chinese who, like the young and educated Americans, have the 
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same thinking on achievement attribution. 
Though Covington et al. (1979b) suggested that student 
effort was a "double-edged sword" (shame was reported fol-
lowing failure and high effort, because failure in the face 
of high effort strongly indicated the lack of ability), in 
the present study, it showed that effort acted as a protec-
tor for low achievers but as a reducer for high achievers. 
High effort reduced the feelings of incompetence and resig-
nation for low achievers, and high effort seemed to protect 
or enhance Chinese students1 self-esteem when they failed, 
whereas higher effort that seemed to imply lower ability 
reduced the feeling of competence for high achievers. 
B. Guilt and Shame 
Concerning the thoughts related to failure attributed 
affects, guilt was predicted by internal but not a control-
lable cause such as lack of effort (Weiner et al., 1982), 
while shame was predicted by internal cause and depressive 
style of the low achievers but not an uncontrollable cause 
such as lack of ability (Weiner, 1986a). These results 
revealed that Chinese low achievers might have feelings of 
guilt and/or shame when they attributed their cause of 
failure to be internal. Depressive students might have both 
feelings of shame and guilt when their cause of failure was 
attributed to be internal. As the Hong Kong education 
system placed high value on examination success, standards 
of achievement set by parents and teachers were internal-
ized . Shame was experienced when Chinese low achievers 
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considered their performance as falling short of this inter-
nalized standard. In the same way, guilt was experienced 
when Chinese low achievers attributed their performance to 
personal responsibility which was regarded as internal. 
C. Pride and Gratitude 
Contrary to Soitimers1 s findings (1984), high-achiev-
ing Chinese students, like the Americans, reported experi-
encing pride when their good performance was attributed to 
their own ability. As Chinese students rated the intensity 
of their feelings privately on questionnaires which were not 
to be publicly exposed, feeling of pride was elicited as a 
prominent emotion that was linked with ability ascriptions 
in achievement contexts. 
Also, similar to Weiner1s findings (1986a), feeling of 
gratitude was strongly predicted by teachers• help which was 
voluntary and intentional actions by others. 
D. Depressive Style 
Contrary to our expectations, depressogenic attribu-
tions were not found. High depressive students did not make 
attributions to internal, stable, and controllable dimen-
sions when they failed and to external, unstable, and uncon-
trollable dimensions when they succeeded. In the present 
study, the following self-serving bias was not reported: 
depressive Chinese students took less personal responsibili-
ty for their high achievement and more personal responsibil-
ity for their low achievement, and when compared with the 
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less depressive, depressive Chinese students took less 
personal responsibility for their high achievement. Howev-
er f in line with the findings of Abramson et al. (1978), 
depressive style correlated negatively with expectancy for 
higher grades among high achievers. A possible explanation 
was that higher depressive students would be slower in 
making expectancy shift. Results also showed that depressive 
style with internal attributions correlated positively with 
feelings of shame and incompetence among low achievers. 
Typical descriptions of Chinese culture suggested the 
possibility that some of the attribution-emotion linkages 
found in researches in Western countries could not be gener-
alized to the situation in Hong Kong. The findings in the 
present study revealed that the feelings of guilt and shame 
occurred when the outcome was attributed to some internal 
causes and high effort could be a protector to lower the 
feeling of incompetence and resignation for low achievers or 
high effort could be a reducer to the feeling of competence 
for high achievers. Apart from these, attribution-emotion 
linkages previously found in the studies with American 
subjects were evident among the Chinese subjects. 
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IV. Gender Differences 
Similar to the findings with Stipek et al. (1991), 
girls1 achievement-related beliefs were generally more 
negative than boys1. Girls1 expectancies for higher grades 
were generally much lower than boys1 and girls had lower 
tendency to approach the mathematics subject among high 
achievers. They were generally more depressive in style 
than boys and were more likely to perceive their causes of 
failure to be more stable than boys. Girls significantly 
attributed their success more to external causes such as 
help of their family, ease of the examination, and the 
easier course than boys. Girls significantly attributed 
their failure more to internal causes such as low intelli-
gence and low mood than boys. However, in the present study 
there were no significant differences on gender attributed 
affects. It was quite surprising that girls did not experi-
ence more shame though they attributed their failure more to 
internal causes. Perhaps it was culturally acceptable for 
girls to be less competent in mathematics. 
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V. Limitations and Further Researches 
As all the 351 subjects in the present study were Form 
five students, the conclusions drawn in this study could 
only be generalized to similar samples. Due to the age 
homogeneity of this sample, the implications and effect of 
maturity to cognitive-emotional processes remained unclear, 
so further investigations based on findings of the present 
study with developmental designs should be done in order to 
find out the effect of maturity. 
As the achievement context of the study was assessed 
only from a specific mathematics examination, it could not 
be assumed that the findings reflected generalized achieve-
ment context. It should be noted that the cognitive-emo-
tional processes might also be subject dependent, so further 
research should be taken on different academic areas such as 
language and other arts subjects. Moreover, the list of 
affective reactions, items of specific causes, and items of 
causal dimensions might not be exhaustive and it was possi-
ble that the subjects might not be mature enough to precise-
ly report their own affective reactions. 
It should be noted that in many aspects the study did 
not provide a very adequate test of the relations between 
causal attributions and affects. Not all students used some 
of the attributions to explain their actual examination 
outcome, such as attributing their performance to the ac-
tions of others. Apart from these, the study succeeded in 
examining the integration of both cognitive theory of de-
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pression and attributional theory of motivation and support-
ing the model of cognitive-emotional processes proposed by 
Weiner et al. (1978, 1979, 1986a). 
Recent multidimensional scaling and factor analytic 
studies (Meyer, 1980; Michela, Peplau, & Weeks, 1982; Wimer 
& Kelly, 1982) had indicated that individuals did think 
about causal attributions for events in terms of the causal 
dimensions proposed by Weiner (1979)• Thus, causal dimen-
sions appear to play a role in identifying how people proc-
ess information regarding causality. Future research needs 
to specify more clearly how causal attributions and causal 
dimensions are inter-related. For example, it is possible 
(as Weiner et al., 1979, suggested) that individuals first 
arrive at a specific cause for an outcome on the basis of 
the antecedents to specific causes that Weiner (1974, 1980a) 
has identified. This attribution then elicits certain 
affective reactions to the outcome. The individual further 
reflects on the specific cause they have made, and classi-
fies the cause into the causal dimensions. On the basis of 
how the individual dimensionalizes the attribution, addi-
tional components of the individual1s affective reaction to 
the outcome ensue. 
Alternatively, the exact opposite is possible. The 
students may conceptualize the outcome in terms of causal 
dimensions (e.g., the cause must have been internal, because 
I was the only one who got an A on the test), and subse-
quently arrive at a specific causal attribution for the 
outcome. The initial specification of the situation in 
105 
terms of causal dimensions elicits certain components of the 
individual1s affective reaction, with the specific causes 
that are made for the outcome contributing further to the 
person1s affective state. 
Further research using information processing methodol-
ogies is needed to examine how students arrive at specific 
causes for achievement outcomes, form dimensional represen-
tations of specific causes, and ultimately respond affec-
tively to achievement outcomes. The present findings clear-
ly indicate that both the process of making a specific cause 
for an outcome and representing that cause in terms of 
causal dimensions influence affective reactions. It remains 
for future research to develop a more complete theoretical 
model for this process. 
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A P P E N D I C E S P a g e 121 
就讓班級： 學號： 性别•• 
這問卷共有 2 1條題目，請细心閱講各項選擇，然後在各組中選出最能 
形 容 你 在 過 去 — — 週 內 ( 包 括 今 天 ） 的 情 緒 或 感 受 ， 然 後 圈 上 
旁邊的數字。這些題目並沒有對或錯的答案，你只需考慮自己的情況 
便足夠。若果在同組中有兩個或多個選擇都適合，可以逐一圈出來。 







1. 0) 我不感到悲傷。 
1) 我辩到沮喪或悲傷。 
2) 我 i常會在 i i W或悲傷中，而且無法脫離這種情緖的困擾。 
3) 我非常悲傷或鬱鬱不樂，以致自己無法忍受。 
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P a g e 124 
就 讀 班 級 ： 學 號 ： 性 別 ： 
《 教 育 研 究 問 卷 》 
本 人 正 在 研 究 學 生 對 數 學 科 測 驗 或 考 試 的 一 些 意 見 ， 現 懇 請 你 
幫 助 填 答 有 關 問 卷 。 這 些 題 目 並 沒 有 對 或 錯 的 答 案 ， 你 只 要 根 
據 你 的 真 實 情 況 作 答 ， 除 研 究 外 ， 一 切 資 料 將 會 絕 對 保 密 ， 不 
畲作其他用途。 
謝謝你的幫助！ 
香 港 中 文 大 學 教 育 學 院 研 究 生 
請 將 適 當 的 資 料 填 在 右 禰 或 目 合 適 的 數 字 。 
A . 總 括 來 說 ， 你 對 黻 舉 科 有 多 大 的 興 趣 ？ 
7H 
全 不 
沒 沒 大 有 很 
有 有 有 點 有 有 
興 興 興 興 興 興 
趣 趣 趣 趣 趣 趣 
1 2 3 4 5 6 
B . 在 今 次 數 學 考 試 中 ， 你 的 成 績 分 數 是 
試卷 ""“ • 試卷 ~“ • 
C . 你 認 為 你 在 今 次 數 學 考 試 中 ， 表 現 如 何 ？ 
(數字愈大，表示表現愈好） 
十 十 
分 普 分 
差 差 通 好 好 
1 2 3 4 5 6 7 8 9 
D . 你 認 為 你 在 ^ ^： m mm試的成鰭.是否算是成功？ 
十 十 
分 分 
失 失 普 成 成 
敗 敗 通 功 功 




案 。 € 1 ， 表 示 完 全 無 關 ， ‘ 5 ， 表 示 有 關 ， ， 表 示 
十分有關；數字愈大，表示闢係愈大。 
完 十 
全 頗 分 
無 無 有 有 有 
關 關 關 關 關 
例子 ： ^ 




上‘ 1， 。】 





全 頗 分 
無 無 有 有 有 
關 關 關 關 關 
1.我讀書的勤力程度 1 2 3 4 5 6 7 8 9 
2.我考試時的運氣 1 2 3 4 5 6 7 8 9 
3.我讓書的能力（是否讀得書） 1 2 3 4 5 6 7 8 9 
4.我家人的幫助 1 2 3 4 5 6 7 8 9 
5.我讀書的方法 1 2 3 4 5 6 7 8 9 
6.我讓書的興趣 1 2 3 4 5 6 7 8 9 
7.考試題目的深淺程度 1 2 3 4 5 6 7 8 9 
8.老師的幫助 1 2 3 4 5 6 7 8 9 
9.我考試時的心情 1 2 3 4 5 6 7 8 9 
10.我的智力（聰明程度） 1 2 3 4 5 6 7 8 9 
11.學校功課的深淺程度 1 2 3 4 5 6 7 8 9 
12.老師的偏心 1 2 3 4 5 6 7 8 9 











與考試當時情況有關 1 2 3 4 5 6 7 8 9 與自己個人有關 
2 jg fl^ 參 
• 、不’受你或他人所控制 1 2 3 4 5 6 7 8 9 能由你或他人所控制 
3
‘ ••罾’、’是暫時，會改變的 1 2 3 4 5 6 7 8 9 是固定不會改變的 
4.這個原因： 
不是由你或他人故意弄成 1 2 3 4 5 6 7 8 9 是由你或他人故意弄成 
5 這個原因： 
* i與’你個人的因素有關 1 2 3 4 5 6 7 8 9 是與你本身以外的因素有關 
6.這個原因： 
不會隨著時間而改變 1 2 3 4 5 6 7 8 9 隨著時間而改變 
7.這個原因： 
是與其他人有關 1 2 3 4 5 6 7 8 9 是與你自己有關 
8.這個原因： 
是不可K改變 1 2 3 4 5 6 7 8 9 是可M改變 
9.這個原因： 
我自己或他人霈要負上責任 1 2 3 4 .5 6 7 8 9 我或他人都不需要負上責任 
Page 127 
現 在 你 感 到 ： （ 數 字 愈 大 ， 愈 有 這 種 感 覺 ） 
m M 你 合 適 的 數 字 
亳 稍 頗 相 極 
無 微 有 當 為 
1. 應付有如 1 2 3 4 5 6 7 8 9 
2. 如釋重負 1 2 3 4 5 6 7 8 9 
3 . 自 豪 1 2 3 4 5 6 7 ? 9 
4 . 滿 足 1 2 3 4 5 6 7 8 9 
5 . 感 激 1 2 3 4 5 6 7 8 9 
6 . 高 興 1 2 3 4 5 6 7 8 9 
7 . 驚 奇 1 2 3 4 5 6 7 8 9 
8. 滿有信心 1 2 3 4 5 6 7 8 9 
9 . 滿 意 1 2 3 4 5 6 7 8 9 
1 0 .歡喜 1 2 3 4 5 6 7 8 9 
1 1 .輕鬆 彳 1 2 3 4 5 6 7 8 9 
1 2 .感謝 1 2 3 4 5 6 7 8 9 
1 3 .很好 1 2 3 4 5 6 7 8 9 
1 4 .內疚 1 2 3 4 5 6 7 8 9 
1 5 .憤怒 1 2 3 4 5 6 7 8 9 
1 6 .不安 1 2 3 4 5 6 7 8 9 
1 7 .不能勝任 1 2 3 4 5 6 7 8 9 
18.不高興 1 2 3 4 5 6 7 8 9 
1 9 .害怕 1 2 3 4 5 6 7 8 9 
2 0 .不愉快 1 2 3 4 5 6 7 8 9 
2 1 .聽天由命 1 2 3 4 5 6 7 8 9 
2 2 .驚訝 1 2 3 4 5 6 7 8 9 
2 3 .羞愧 1 2 3 4 5 6 7 8 9 
2 4 .狂怒 1 2 3 4 5 6 7 8 9 
2 5 .沮喪 1 2 3 4 5 6 7 8 9 
2 6 .失望 1 2 3 4 5 6 7 8 9 
2 7 .挫折 1 2 3 4 5 6 7 8 9 
亳 稍 頗 相 極 
無 微 有 當 為 
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你 S匿言十在今次香港中學會考卷試中，你的成績是 ： 
• • • • • • • • • • • • • 
结 口 ~ ^ r m — A A B B C C D D E E F F U 
請 — — m ^ ( f } 々 （ f ) ( f ) (幻 ( 6 ) ( 7 ) ( 8) ( 9) (10) (11) (12) 
常 仵 _ 利 f r 墨 M 老 績 後 • 
A . 如 果 數 學 科 玉 i 中 學 會 考 你 會 否 撰 擇 條 讀 數 學 科 ？ 
請 _ M合適的數字。 
一 多 々 定 FE 多 ； Z 不 不 不 數 宴 I 會 會 會 會 會 
1 2 3 4 5 6 
B.如里齡墨料不是中學會考必需考核的科目，(即你有自由選擇去投考或不去投考）， 
你會否選擇參與本年度即將來臨的中學會考數學科考試？ 
請 胃 M 合 適 的 數 字 。 
裏 • 多 S 不 不 不 數 妥 會 會 會 會 會 會 
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